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CH&fTER QH£:
IMTRQDUCTIQN IQ THE. SUffll

INTRODUCTION M H STATEMENT QZ PROBLEM
The research reported in this dissertation was an
exploratory attempt to describe one aspect of teacher's
practical knowledge - teacher stance. This research focus,
and its role in a more appropriate conception of the
knowledge base of teaching, is suggested by the work of
Bruner (1986), and discussed in relation to professional
knowledge and its acquisition by Schon (1987).

The

purpose of this study was to explore the nature and
development of the educational stance of one secondary
social studies student teacher and her cooperating
teacher using ethnographic methods of data gathering and
interpretation.

The general questions which guided this

research were:
1. How can the nature of a student teacher's stance
toward the elements of teaching be described?
2. How can the interaction of the stances of a student
teacher and a cooperating teacher be described?
3. What, if any, aspects of the development of stance
can be observed during student teaching?
Bruner introduces the concept of stance in relation to
education in his 1986 work, Actual Minds. Possible Worlds.

1
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In the constructivist perspective conveyed by Bruner in this
work, he suggests that we mentally construct and convey in
our language

a point of view

about the world and the use of

our minds in

respect to this

world.

Bruner conceivesof

language as having what he calls a "two-faced" nature; "it
serves the double function of being both a mode of
communication and a medium for representing the world about
which one is communicating" (p. 131).

Therefore, according

to Bruner, the language of education unavoidably "...marks a
stance of the speaker toward the event being represented,
toward the occasion of the utterance, and toward the manner
in which the

speaker expects

the listener to view theworld

and use his mind" (p. 125). These representations of the
world in turn become components of future stance marking:
"The stance and the negotiation over stance, by the same
token, become features of the world toward which one is
taking stances" (p. 131).

Thus:

Language not only transmits, it creates or constitutes
knowledge or "reality."

Part of that reality is the

stance that the language implies toward knowledge and
reflection, and the generalized set of stances one
negotiates creates in time a sense of one’s self (pp.
132-133) .
For Bruner, this negotiation of one's relationship to
the world is an unavoidable part of our cognitive
experiencing of the world.

He asserts, "Each fact we

2
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encounter comes wrapped in stance marking" (p. 127).
Through language, we communicate our representations
of our world and our stances toward it, and imply how we
expect our listeners to use their minds to construct
representations of the world.
Bruner claims that the application of this
concept to teaching "has deep and direct implications for
the conduct of education" (p. 122).

When applied to

teaching, stance may be said to refer to one's position in
relation to the world of teaching which is visible in one's
language of practice.

This position is "negotiated" through

the process of mentally representing and taking a stand
toward various aspects of teaching on the basis of
experience,

stance negotiation thus refers to the

process of situating one's self (i.e., "taking a stand")
toward the elements of teaching about which one "knows" by
virtue of having constructed representations of them through
experience.

The stance resulting from this process embodies

one's perspective on various aspects of teaching in a
consistent, though continuously evolving, verbal and
behavioral framework toward those aspects (see Bruner, 1986,
and Purkey and Novak, 1984).

Over time, the generalized set

of stances one negotiates toward teaching creates one's
sense of self as a teacher (Bruner, 1986, pp. 132-133).
Bruner believes a teacher's stance is marked
(expressed) in the "language of education," the primary

3
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medium of the classroom (Bruner, 1986). This view is similar
to Yinger's (1987b) claim that the language of practice
includes embodied structures of meaning which are a part of
one's orientation. Schon's recent work (Schon, 1987),
although it does not cite Bruner, also includes the notion
of stance as part of the professional's practical knowledge
base, vital to the practitioner's problem setting and
problem solving. "Indeed, one might think of 'stance' as
itself a kind of competence, since it involves not only
attitudes and feelings, but ways of perceiving and
understanding" (p. 119).

The ways in which a professional

perceives the world and the resultant stands toward the
various aspects of it which he/she takes affect the way the
problems of practice are defined and resolved.
Indications of the usefulness of the concept of stance
in research on teacher thinking can be found in the work of
Dillard (1987) and Haley-Oliphant (1987). In their
investigations of experienced teachers' thinking-in-action,
both found Bruner's concept to be helpful in describing and
interpreting their naturalistic data and its relation to
teachers' practical knowledge.

The two experienced teachers

in these studies each had well-developed but distinctively
individual approaches to interactive teaching and
reflection-in-action which seemed to represent these
teachers' stances toward teaching.

The teachers'

activities and verbal reports seemed to convey their

4
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stances, which in turn described and explained their
professional practice.
Dillard (1987), in her naturalistic research of one
eighth grade reading teacher's interactive thinking, found
that the notion of stance in Bruner's constructivist
perspective, while not the focus for her research, was
nevertheless useful in explaining the relationship of the
teacher's classroom behavior to the way she thinks about
teaching.

The teacher's language and behavior revealed a

particular view of teaching (e.g., of "bargaining" with
students) and of herself as teacher (as a "humanist" who
teaches students, not a subject, and who "tries to think
from a kid's point of view") (pp. 11-12). Her stance thus
reflected the ways she thought about teaching, and how she
positioned herself in relation to her role.

As Dillard

notes, "The problems she finds, the strategies she designs,
the facts she attends to, and her 'interpersonal theories of
action' are all embodied in the way she sees herself (as a
teacher)" (p. 12).
In a related study of interactive thinking, HaleyOliphant (1987) described the hypothetical questioning
strategies of a junior high science teacher, who refers to
the strategy as "Mind Games." The researcher notes that
studying the structure of this strategy in its overt form is
less meaningful than studying the stance which reveals why
the teacher uses hypothetical questioning and what she

5
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accomplishes through it. Haley-01iphant suggests that a new
level of understanding of teaching can be reached by moving
beyond the overt behavior of the teacher to the cognitive
contexts of teaching and the "dynamic store of knowledge
related to subject matter, pedagogy, environments and
participants" through which action is "filtered" (p. 30).
The concept of stance provides an entry point into that
dynamic store.

In the case of the teacher in Haley-

Oliphant's research, "it is not her form but her stance
which makes Mind Games work" (pp. 29-30).

This teacher sees

the world of science education as filled with wonder and has
come to view herself as one who offers, through hypothetical
questioning, "an invitation to students to extend their
world through inquiry" to share her attitude of wonder,
curiosity, and possibility (p. 30).

The descriptive

analysis of Mind Games thus revealed aspects of the way the
teacher uses her mind in relation to the world of science
teaching, the stand she has taken in relationship to that
world, and the way she expects/invites students to use their
minds in relation to it as well.
While Dillard and Haley-Oliphant outline the usefulness
of the concept of stance in understanding the practical
knowledge of experienced teachers and its relationship to
their interactive teaching, Schon (1987) discusses the role
of stance negotiation to the novice during the professional
practicum. For schon, productive stance negotiation during a

6
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professional's practicum experience is "a condition for the
acquisition of competence" (p. 119). In a quest for
reflective practice, the practicum is a central experience;
it is here, under supervision, that the novice professional
first encounters the fundamental tasks of practice in a
setting that closely simulates real-world practice.
Therefore, it is here that the novice is faced with the
necessity to develop or refine an image of competent
practice and to take a stand toward it, as well as to begin
to create

"a map of the path

by which she can

getfrom where

she is towhere she wants to be" (pp. 38-39).
The process of stance negotiation for the novice can
probably only be accomplished in the actual "doing" of
practice (Yinger, 1987 & Schon, 1987). It is not that the
preservice professional lacks a teaching stance prior to the
practicum (that is, has not constructed representations of
the world

of teaching and of

the novice's

her relation to it);rather,

initial stance lacks an adequate representation

of the world of practice because it is a world the student
has not previously fully encountered from the point of view
of the practitioner.

The practicum is the student's

introduction to that world, and to the negotiation of stance
toward it.

The resultant stance, subject to further

negotiation in the professional's lifetime as the world
continues to be encountered and cognitively represented,
will become an important part of his/her practical knowledge

7

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout p erm ission .

and the ways he/she applies that knowledge to the tasks of
the profession.
The "initial" stance (as Schon, 1987, terms it) with
which the student enters the practicum sets the stage for
the necessary further stance negotiation.

A vital element

in this process of negotiation is the stance held by the
practitioner who supervises/coaches the student during the
practicum.

Together, these two stances (one held by a

novice and one by an experienced practitioner) create what
Schon calls "a behavioral world," defined as "an
interrelated context that shapes their views of their own
and the other's action" (p. 127).
In Schon's view, the nature of the behavioral world
that is created by the interaction of the novice's and
supervisor's stances, to a significant extent, determines
the nature of the novice's stance negotiation during the
course of the practicum.

using cases from architectural

design studio practica as examples, Schon discusses how
stances by students and supervisors affect meaningful
negotiation and how "learning binds" can occur.

Learning

binds are predicaments encountered by the novice which are
difficult to solve because the stances which comprise the
behavioral world are not well understood or clearly
articulated.
Conversely, professional learning is facilitated in the
practicum when there is "convergence of meaning" and

8
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subsequent "reciprocal reflection-in-action" (Schon, 1987).
In this situation, there is a mutual understanding of
stance; student and supervisor are able to know one
another's meanings and to create a behavioral world in which
mutual exploration of events facilitates the acquisition of
practical knowledge and encourages stance negotiation. In
this context, problems of practice, which

Schon calls

"troublesome phenomena" and which are no doubt inevitable
for the novice, can be isolated "to discover and juxtapose
the different descriptions that each participant would
construct for these phenomena" and the different stances
toward the phenomena negotiated on the basis of their
constructions.

A convergence of meaning enables the student

and supervisor to "enter the other's world so as to
understand vicariously how a statement previously opaque
could seem an explanation" (Schon, 1987, p. 136).
Schon advocates the establishment of a "reflective
practicum," an internship experience deliberately arranged
to promote a convergence of meaning, facilitate reciprocal
reflection-in-action, and avoid learning binds.

Systematic

creation and use of successful reflective practica, built on
an appropriate understanding of the knowledge base of
teaching and its practical components, will require,
according to Schon, a type of research that is as yet
uncommon.

Research is needed on aspects of practitioners'

practical knowledge, as well as on the processes by which it

9
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is learned:
Otherwise, the schools will find it difficult to
determine how their earlier conceptions of professional
knowledge and teaching stand in relation to
competencies central to practice and practicum; their
efforts to create a reflective practicum may only
produce a new version of a dual curriculum in which
classroom teaching and practicum have no discernible
relation to each other (Schon, 1987, p. 171).

BACKGROUND AND SIGNIFICANCE
Questions regarding the nature and function of the
knowledge base of teaching have recently gained considerable
attention.

Schon (1983) asserts that we are faced with a

crisis of confidence concerning professional knowledge in
general:
The crisis of confidence in the professions, and
perhaps also the decline in professional self-image,
seems to be rooted in growing skepticism about
professional effectiveness in the larger sense, a
skeptical reassessment of the professions' actual
contribution to society's well being through the
delivery of competent services based on special
knowledge (p. 13).
While Schon notes that this skepticism is at least
partially due to such trends as the bureaucratization of

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout perm ission.

modern professions and subordination of professional
interests to the interests of business and government, "it
also hinges centrally on the question of professional
knowledge. Is professional knowledge adequate to fulfill the
espoused purposes of the professions?

Is it sufficient to

meet the societal demands which the professions have helped
to create?" (Schon, 1983, p. 13).
Contemporary professionals are faced with changing
demands, with uncertainty and indeterminacy, with conflicts
of values, interests, and purposes. Multiple, competing, and
shifting models exist of professional practice.

Within this

ambiguous environment, "Teachers are faced with pressure for
increased efficiency in the context of contracting budgets,
demands that they rigorously 'teach the basics,'
exhortations to encourage creativity, build citizenship,
(and) help students to examine their values" (Schon, 1983,
P. 17).
Prevailing models of professional knowledge seem of
little use to practitioners faced with these dilemmas.

The

generic techniques and rational algorithyms which comprise
these models often appear to have little applicability to
what many professionals perceive (however implicitly) their
day-to-day practice to be about. According to Schon, "We are
bound to an epistemology of practice which leaves us at a
loss to explain, or even to describe, the competencies to
which we now give overriding importance" (p. 20).
11
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Shulman (1987) echoes this concern in his discussion
of knowledge as the necessary foundation for reform in
education.

According to Shulman:

During the past year the U.S. public and its
professional educators have been presented with
several reports on how to improve teaching as both
an activity and a profession.

One of the recurring

themes of these reports has been the
professionalization of teaching - the elevation of
teaching to a more respected, more responsible, more
rewarding and better rewarded occupation.

The claim

that teaching deserves professional status, however, is
based on a more fundamental premise: that the standards
by which the education and performance of teachers must
be judged can be raised and more clearly articulated.
The advocates of professional reform base their
arguments on the belief that there exists a
"knowledge base for teaching" - a codified or
codifiable aggregation of knowledge, skill,
understanding, and technology, of ethics and
disposition, of collective responsibility - as well
as a means for representing it and communicating it
(pp. 3-4).
Shulman notes that reports of both the Holmes Group
(1986) and the Carnegie Task Force (1986) rest on this
premise, and contain the assumption that the knowledge base
12
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of teaching is growing and "should frame teacher education
and directly inform teaching practice" (Shulman, 1987, p.
4).

While such rhetoric is appealing to many educators,

Shulman points out that it seldom indicates the nature of
the knowledge base of teaching which is presumed to exist.
"It does not say what teachers should know, do, understand,
or profess ..."(p. 4).
Just as Schon (1983) argues that highly technical
models may be inappropriate for conceptualizing professional
knowledge, Shulman suggests that educators have been unduly
reliant on "research-based" notions of teacher
effectiveness, as well as on measures of basic skills and
content knowledge, as foundational to teaching knowledge:
The actions of both policymakers and teacher educators
in the past have been consistent with the formulation
that teaching requires basic skills, content knowledge,
and general pedagogical skills. Assessments of teachers
in most states consist of some combination of basicskills tests, an examination of competence in subject
matter, and observations in the classroom to ensure
that certain kinds of general teaching behavior are
present.

In this manner, I would argue, teaching

is trivialized, its complexities ignored, and its
demands diminished.
Nevertheless, the policy community at present
continues to hold that the skills needed for teaching
13
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are those identified in the empirical research on
teacher effectiveness (Shulman, 1987, p. 6).
While Shulman does not deny that teacher effectiveness
research has a useful place in the literature on teaching,
he does remind us that the findings of this research are
"simplified and incomplete" glimpses of good teaching, most
often divorced from both the context and content of
teaching.

He therefore argues with the trend in the policy

community to accept these partial descriptions of competent
teaching "as sufficient for the definitions of standards"
(P -

6 ).

Shulman believes there are other, more appropriate,
sources of evidence for substantiating and defining the
knowledge base of teaching.

He identifies seven different

types of knowledge that he claims are the minimum required
for a full definition of teacher knowledge.

Of these, he

singles out "pedagogical content knowledge" ("that special
amalgam of content and pedagogy that is uniquely the
province of teachers, their own special form of professional
understanding") as being of special interest because it
represents a blending of knowing what and how to teach in a
particular context (Shulman, 1987, p. 8).
Such knowledge is increasingly known in educational
research as the teacher's "practical knowledge."

Pioneering

studies of this kind of knowledge have been conducted by
Elbaz (1981 & 1983) and others at the Ontario Institute for
14
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Studies in Education.

Elbaz chose the phrase "practical

knowledge" to refer to knowledge of teaching which
originates in practice. Such knowledge has situational,
theoretical, personal, social, and experiential dimensions
(Elbaz, 1983, p. 49). in a review of Elbaz's book (Elbaz,
1983), Johnson (1984) observes that, "Practical knowledge is
not just content, nor is it only structure - it is a
contextually relative exercise of capacities for
imaginitively ordering our experience" (p. 467).
Schon's work suggests that an appropriate epistemology
of practice must take into consideration this kind of
professional knowledge in order to more closely model the way
professionals actually think in the course of practice.
He juxtaposes his constructivist view of the practical
knowledge of professions with the dominant epistemology of
practice, which he terms the model of "technical
rationality," characterized by "instrumental problem solving
made rigorous by the application of scientific theory and
technique" (p. 21). A better model would acknowledge that in
everyday action, including the practice of professions, "Our
knowing is ordinarily tacit, implicit in our patterns of
action and in our feel for the stuff with which we are
dealing" (p. 49).
Such knowledge, the sort used by professionals in daily
practice, Schon calls "knowing-in-action" and compares it to
Gilbert Ryle's idea of "knowing how". to Andrew Harrison's
15
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notion that a person acting intelligently "acts his mind,"
and to Michael Polanyi's idea of "tacit knowing."

Schon

posits a related concept: "reflecting-in-action," which is
the use of such knowledge while acting, as illustrated by
the phrase "thinking on one's feet (Schon, 1983)."
The ability to describe practical knowledge and its
use, in Schon's estimation, is necessary for understanding
the reflective nature of competent practice (Schon, 1983)
and for educating future reflective practitioners (Schon,
1987).

Maxine Greene suggests that, in addition to

providing a practical conception of competent reflective
practice, Schon's view of professional knowledge is a
starting point for discussion of what that practice is for:
that is, it permits an envisioning of social and moral
purposes seldom addressed in the instrumental problem
solving of the model of "technical rationality" (Greene,
1986).

Research on teachers' practical knowledge can

therefore aid efforts at reform in teacher education by
providing a more adequate description of what the knowledge
base of teaching is, the processes by which that unique
knowledge may be acquired and used, and the purposes for
which it may be employed.
Yinger's recent work (1987b) discusses the importance
of understanding the nature and development of the "language
of practice" and its role in teachers' practical knowledge
base.

In exploring the nature of the language of practice,
16
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and suggesting how it might be learned, Yinger is both
following and extending previous discourse on teachers'
practical knowledge. The term language, in this context, is
used broadly - implying more that just practitioners'
jargon.

Yinger (1987b) explains:

It is important to emphasize that a language of
practice is not primarily a verbal matter, but it
also includes embodied structures of meaning that are
a part of orientation, movement, and manipulation.
A language of practice is not only a means for
speaking about or representing one's practice to
oneself.

In fact, many practitioners find this

difficult to do.

Rather, a language of practice is

a set of integrated patterns of thought and action.
These patterns themselves constitute a kind of
syntax and semantics for action.

The words and

phrases in this language are behavior, acitivities,
and routines (p. 295).
It was to this "language of practice," including both
teachers' "knowing" and "doing,” which Dillard (1987) and
Haley-01iphant (1987) turned in their investigations of
teaching, and through which they encountered their
participants' stance marking. However, research of this
nature, which Schon suggests is necessary if the professions
are going to promote reflective practice and increase
competence, is of quite recent vintage in education and
17
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includes only a small number of studies when compared to
other areas of educational research.
While such research may hold significant implications
for the development of a fuller, more appropriate conception
of good teaching (and how one becomes a good teacher),
current reform efforts in teacher education (which include
such strategies as higher entry standards, testing, new
means of certification and licensure, more rigorous liberal
arts education, extended preparation periods, etc.) seldom
include a consideration of the complexities of the practical
knowledge on which good teaching may ultimately depend
(Shulman, 1987). Jackson (1987), in a critique of the Holmes
Group report, suggests that we know far less about teaching
and its knowledge base than the writers of the report
presume.

For Jackson, as for Shulman and others with

similar perspectives, a better view of what teaching is and
might become must be sought within teaching itself, as it is
experienced by its practitioners.
The study reported in this dissertation was intended to
add to the small but growing body of research which searches
within teaching itself for answers to questions about the
nature and development of various aspects of teachers'
practical knowledge.

The research focus of the study, and

the choice of participants and method, (as is evidenced in
this chapter and in those on "Review of Pertinent
Literature" and "Methodology") were intended to address the
18
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following characteristics of the extant literature on
teaching:
Research on teachers’ implicit and practical knowledge
is the newest and most incomplete part of the growing
literature on teacher thinking and represents that
aspect of the knowledge base of teaching about which the
least is known (Munby, 1984; Clark and Peterson, 1986).

It

is a necessary, but as yet incomplete element in our
understanding of teachers' professional knowledge and an
important ingredient in an adequate conception of how and
why teacher education may be productively reformed (e.g.,
Schon, 1983 & 1987; Shulman, 1987).
Many of the previous studies of teacher thinking,
including those on teachers1 implicit theories and practical
knowledge, have involved experienced elementary teachers,
rather than secondary or preservice teachers. In particular,
little is known about the nature of practical knowledge or
the nature of teacher stance in the student teaching
context. Additionally, little naturalistic research has been
done which includes both the student teacher and cooperating
teacher, as this study did, with both seen as contributing
agents to the context of student teaching. The importance of
such research to our understanding of the acquisition of
professional competence is indicated by Schon's discussion
of the interactive nature of the student's and supervisor's
stances in the practicum experience (Schon, 1987).
19
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OVERVIEW OF THE STUDY

The primary participant for this study was one
secondary social studies student teacher, Bonnie.

Her

cooperating teacher, Donna, was also included as a source of
data.

The setting for the study was a suburban junior high

school. The names of people and places have been changed in
this report to help protect the anonymity of the
participants.
As defined for this study, stance, as Bruner suggests,
was assumed to be "marked" in the language of education;
therefore this language was explored to study the nature and
development of stance.

However, "language" was viewed as

synonymous with Yinger1s concept of the "language of
practice," which is "a set of integrated patterns of thought
and action" including not only verbalizations, but written
documents, activities, and behaviors which also convey
"embodied structures of meaning" (Yinger, 1987b).
Therefore, data collection for this descriptive study was
couched in a naturalistic design and involved field study
accomplished through observation and interviews (recorded in
field notes and/or on audiotapes), and use of personal
documents (see Yinger and Clark, 1981, 1985).
These methods were drawn from ethnography (Agar, 1986,
among others) and prior research on teacher thinking (Clark
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and Peterson, 1986; Yinger, 1987a & 1987b; Yinger and Clark,
1985, among others). Both data collection and analysis
proceeded inductively, but deliberatively (Erickson, 1986),
using the "grounded theory" approach to anthropological
research of Glaser and Strauss (1967).

Such a blending of

psychological and anthropological frameworks for research is
not uncommon and has proved useful elsewhere (see van Kaam,
1966 and Yinger, 1986, 1987a, & 1987b).

Data analysis

resulted in an interpretation of the nature of stance in the
context studied.

LIMITATIONS QZ THE. STUDY
A primary limitation of this study is its focus on
only one student teaching setting.

While this focus

permitted an in-depth view of the setting and the nature of
the stances expressed within it, it necessitated a careful
restricting of conclusions.

While the research hopefully

contributes concepts and methods useful elsewhere in ongoing
efforts to understand the practical knowledge of teaching,
the results of this study can be extrapolated to other
settings or teachers only with great caution.
Another potential limitation is the reliance of two of
the data collection methods (interviews and journal-keeping)
on participants' self-reports of their experiences and
thoughts.

Verbal reports of this type have been

defended as useful data (Ericsson and Simon, 1984), and have
21
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been widely and successfully used in considerable prior
research on teacher thinking.

Nevertheless, care was taken

in this study to cross-check data sources, to supplement
self-reports with observation of behavior, and to seek
evidence which confirmed or disconfirmed self-reports in on
going data collection efforts.
A further limitation of the study is related to the
formidable task of doing justice to the subtleties of the
complex human situations studied and to the more than 600
pages of narrative data collected during the research.
While qualitative data can usually provide a richer and
fuller portrait of a setting than quantitative data, one
should never be deluded into believing that it can capture
everything in the setting.

Furthermore, what it does

capture, unlike quantitative data, cannot be easily
reduced and displayed for the reader in numerical form.
To deal with this limitation, all the data collected
in this study were included in data analysis, a process of
data reduction and interpretation systematically pursued
through the use of Glaser and Strauss’ constant comparative
method.

The report of Bonnie's stance was then written to

reflect the major themes which emerged from that analysis.
Examples and illustrations of data are presented to indicate
the categories of incidents from which the major themes were
drawn.

These categories were carefully chosen and

developed, and the placing of incidents in the categories
22
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carefully considered.
Finally, because of the lack of highly relevant prior
research with the same focus, this study must be considered
exploratory in nature.

Its findings and conclusions are

tentative and are subject to further exploration in future
research.

SUMMARY
This chapter has presented introductory information on
the research,

it included a description of the research

focus and explained the background and significance of the
study. It provided and overview of the research and
introduced several potential limitations.
This research study introduced in this chapter is
relevant to several bodies of literature in addition to that
already discussed: constructivist conceptions of cognition,
conceptions of and research on teacher thinking that relate
to teachers' implicit theories and practical knowledge, and
certain parts of the student teaching and "learning to
teach" literature (particularly qualitative studies of how
and what preservice and novice teachers think about their
practice).

This pertinent literature, and literature

relevant to the methodology, are discussed in Chapter Two.
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CHAPTER T W O :

REVIEW QL PERTINENT LITERATURE

INTRODUCTION
The purpose of this chapter is to provide a review of
literature relevant to the study's research focus and
methodology.

The first section explores historically and

conceptually the area of research known as "teacher
thinking" or "teacher cognition" research.

This discussion

reviews the development of research on teachers1 implicit
theories, the role of constructivism in such research, and
how this study fits with, yet differs conceptually from,
this branch of educational research.
The chapter also presents background on the
methodological paradigm used in the research.

The

limitations of quantitative study of teachers' implicit
theories/practical knowledge are outlined.

Explication

is provided of the key assumptions of naturalistic method
and its relevance to this study.
In addition, the chapter includes a review of research
studies whose foci, participants, and/or methods relate to
this study.

This discussion suggests the ways the

research reported in this dissertation is part of an
emerging trend in the study of teaching, yet also how it
was intended to extend that trend into new, potentially
productive areas. The chapter ends with a general summary of
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the literature reviewed and its major implications for this
research.

STUDY £E teachers' cognitions
Historical Q.ver.view OL Research an Teacher Thinking
Within the last two decades, research on teaching has
increasingly included research on teacher thought processes.
The origins of research on teacher thinking are usually
traced to Philip Jackson’s (1968) Life in Classrooms.
Jackson believed that methods were needed to help us analyze
what gifted teachers seem to do intuitively.

He pointed out

that we had previously attempted to do this almost
exclusively by observing what teachers do, not by talking
with them in ways that could reveal the less visible aspects
of their practice (p. 115).
Jackson's interview research with a group of teachers
identified by their administrators as "outstanding" revealed
aspects of teaching that had evaded most previous research
on teaching.

The teachers in his sample identified certain

"qualities" of teaching which they considered vital (i.e.,
immediacy, informality, autonomy, and individuality). The
key elements of these qualities tended to be aspects of
teaching which are unpredictable and changing, rather than
predetermined or static.
Jackson believed his results indicated that a teacher
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"is engaged in a process that is qualitatively unlike the
descriptions implied in learning theories and in what is
here called the engineering view of educational progress."
Moreover, these differences were the characteristics of
teaching which the teachers in Jackson’s study seemed to
value most.

Jackson's teachers seemed to practice in the

midst of a high degree of uncertainty and ambiguity.

He

was able to identify both rational and irrational dimensions
to their thinking, with their out-of-class thinking being
marked by greater order and logic than their in-class
cognition.

He claimed there is "an inevitable quality that

places severe limits on the usefulness of a highly rational
model for describing what the teacher does" (see pp. 119167).
Jackson's study was a groundbreaking one in many
respects.

As Clark and Peterson (1986) note, his attempt to

understand the mental constructs and processes of teachers
was quite different from the correlational and experimental
research dominating the field of education at the time. At
first glance, his descriptive interview research may not
seem significant if it is judged by the extent to which it
made an immediate and direct contribution to the quest for
teacher effectiveness.

However, as Clark and Peterson point

out:
...the real power of Jackson's research was not to be
found in prescriptions for teaching that might be
derived from the work.

Rather, Jackson's contribution
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to research on teaching was conceptual. He portrayed
the full complexity of the teacher's task, made
conceptual distinctions that fit the teacher's frame
of reference (such as between preactive and interactive
phases of teaching), and called the attention of the
educational research community to the importance of
describing the thinking and planning of teachers as a
means to a fuller understanding of classroom processes
(PP. 255-256).
The next major impetus for this new direction for
research on teaching was provided by Panel 6 of the National
Conference on Studies in Teaching, convened by the National
Institute of Education in 1974.

Panel 6, one of ten

subgroups at the planning conference, was led by Chairman
Lee Shulman in deliberations on "teaching as clinical
information processing."

The group issued a report arguing

that research in teacher thinking is vital if we are to ever
understand the uniquely human dimensions of teaching.

The

Panel 6 participants viewed teachers as clinicians rather
than technicians, whose thinking and decision making are
fundamental components of their professional lives (National
Institute of Education, 1975).
The Panel 6 report contributed to NIE's request in 1975
for proposals for a research institute whose mandate would
include an emphasis on teacher thinking.

In 1976 the

Institute for Research on Teaching (IRT) was established at
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Michigan State University and began the first comprehensive
program of research on teacher cognitions (Clark and
Peterson, 1956).

Ciirxsnt BiEfiS.tifflns In Research

or

Teacher Thinking

Today, in addition to the work being done at the IRT at
Michigan state, researchers from various perspectives,
institutions, and countries are studying teacher thought
processes.

Illustrative of the growing interest in this

research are the establishment in 1982 of Teacher and
Student Cognitions as an official Special Interest Group
(SIG) of the American Educational Research Association and
the emergence of the international Study Association on
Teacher Thinking, founded in 1983 at a symposium on teacher
thinking at Tilburg University, the Netherlands, whose
stated purpose is to promote research on teaching/learning
processes from the perspective of teacher thinking.
The increasing trend toward research on teacher thought
processes is also evident in the growing body of research
studies and discussions of methods and models appropriate
for the study of professional thinking.

Clark (1986)

discusses the evolution of this line of educational research
over the last decade. A recent and comprehensive review of
research on teacher thinking can be found in Clark and
Peterson (1986).

They identify three categories of thinking
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within the domain of teacher thought processes which studies
have shown to be qualitatively and temporally different from
one another:
1. Teacher planning (preactive and postactive
thinking).
2. Teacher interactive thinking and decison-making.
3. Teacher theories and beliefs about teaching.
The three types of teacher thinking are interrelated
(Clark and Peterson, 1986), and thus the design for the
research reported here provided for data collection in all
three categories.

However, the concept of stance as defined

for this research is most closely aligned with studies
conducted on, and conceptual frameworks applied to, concepts
related to the third category: teacher theories and beliefs.

Z&asJiers' implicit Theories and Practical Knowledge
Teaching
Although the concept of stance has only recently
appeared in the literature on teacher/professional thinking,
the research which comprises the "teachers' implicit
theories" portion of the literature on teacher thinking does
contain related concepts.
theories"

In fact, teachers' "implicit

represent something of a catch-all of concepts

related to the tacit psychological context of teacher
thought and action.

As a result, implicit theories have

become a somewhat ambiguous category of teacher cognition.
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The problems of terminology and proliferation of
concepts in attempts to describe teacher thought have been
recognized by researchers of teacher thinking (see Lowyck,
1987; Clark, 1986; and calderhead, 1987).

A similar problem

can be found in psychology as a whole where the category of
"cognitive theory" encompasses a broad range of definitions
related to cognitive structures and processes.

Johnson

(1972) suggests that, taken together, these numerous
definitions in general "emphasize the individual's view of
the world: what he knows or believes, what he perceives,
what he expects, how he organizes his experience" (p. 18).
A number of definitions exist for teachers' implicit
theories.

Taylor's (1987) review of this research area

led him to define implicit theories as an ideological
framework defining both the ends of and the justifications
for teaching acts, thus according these acts meaning and
purpose.

Taylor adds that they have both a functional and

moral dimension, are contextual, may possess multiple
meanings not clearly discriminated among by teachers, and
have an existential quality.

These theories also have

"holistic" and "rule of thumb" qualities that do not fit the
rational systems and models often proposed for teacher
cognition.

"Teachers^ implicit theories of teaching

represent the attempts of those caught up in the enterprise
and acts of teaching to confer meaning on their efforts"
(Taylor, 1987, p. 482).
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Morine-Dershimer (1987) calls such theories "informal"
and equates them with "sensemaking."

Sanders and McCutcheon

(1986) term them "practical theories," defined as "the
conceptual structures and visions that provide teachers with
reasons for acting as they do."

Practical theories are the

"principles or propositions that undergird teachers'
appreciations, decisions, and actions;1' they are multiple,
contextual, embedded in action, and may be held either
consciously or unconsciously (Sanders and McCutcheon, 1986,
pp. 54-55).
Teachers' implicit theories are defined by Clark and
Peterson (1986) as "the rich store of knowledge that
teachers have that affects their planning and interactive
thoughts and decisions" (p. 258).

They add that this

knowledge is in a reciprocal relationship with planning and
interactive thinking; that is, it affects the other kinds of
teacher thinking, but also is affected by them.
Understanding this "rich store of knowledge" may be
fundamental to our understanding of the other sorts of
teacher thinking to which it is related.

Gehrke and

Parker’s (1986) research suggests that interactive
decision-making is "subordinated" to teachers' "cognitive
representations."

As Clark and Peterson (1986) point out:

While we may learn much that is interesting and useful
from a technical point of view from research on teacher
planning, interactive thinking, and teachers'
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attributions, we can make sense of these findings only
in relation to the psychological context in which the
teacher plans and decides (p. 285).
Clark and Peterson thus cast the idea of teachers'
implicit theories in what may be seen as the larger notion
of teachers' knowledge base.

Buchmann (1986) similarly

focuses on "teaching knowledge," and subdivides such
knowledge into several interrelated components involving
both personal and social dimensions.
Elbaz was one of the first to discuss teachers'
"practical knowledge".

For Elbaz (1981, 1983), teachers'

representations of teaching are complex and practically
oriented.

Such knowledge is made up of several components

and is oriented to situations; it is at once personal and
social, experiential and theoretical.

Clandinin (1986),

working from Elbaz's "image” component of practical
knowledge, notes that this knowledge has affective and
normative dimensions and may involve deep emotion.
The ideas of a "practical knowledge" of teaching and a
"language of practice" through which that knowledge is
embodied and conveyed (as discussed in Chapter one) appear
to be part of a growing edge in educational research which
is encompassing, among other concerns, the interests of
those whose focus has been on teachers' implicit theories.
Clark (1986) identifies research on teachers' knowledge and
ways of knowing as an important new direction in research
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on teacher thinking.
To conceive of the psychological context of teaching as
knowledge rather than theory may help overcome some of the
limits of the definitions proposed for teacher’s implicit
theories.

Bromme (1983) discusses the limitations of the

"theory" metaphor for accurately describing aspects of
teachers' professional knowledge.

He is particularly

concerned with the confusion the term evokes in light of our
common understandings of "scientific theory" (e.g., as
rational, as predictive of events), a concept very different
from the results of research on teachers' implicit theories.
Bromme suggests two solutions: either we extend our meaning
of theory (which may make its difinition even more
ambiguous), or we "dismiss the theory metaphor in favour of
psychological concepts of teacher knowledge" (p. 43). To do
the latter, Bromme seems to suggest, would help shift our
emphasis from rationality (or its absence) to the
functionality of knowledge representation and knowledge use
in teaching.
Clandinin and Connelly (1986), in their review of
literature in this area, combine studies of teachers'
implicit theories/beliefs and practical knowledge into a
category they name "studies of the personal."

They claim

that, despite the "wide diversity in key terms and
stipulated definitions,"

all of the studies in one way or

another "purport to study the personal, that is, the what,
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why and wherefore of individual pedagogical action" (pp. 2122).

After comparison of studies in this literature,

Clandinin and Connelly conclude that "...there is more
commonality in the patterns of inquiry into the personal
than is apparent in the authors' language and stated
intentions" (p. 32).

They concede, however, that the

diversity of concepts in use has had a divisive influence on
the field.

MQ-deIs .and Methods tor Researching Teacher Cognition
The proliferation of concepts related to teachers'
theories and beliefs may, in part, be due to the search for
more accurate descriptions of teacher's implicit thinking
that resulted from a growing awareness that many of the
concepts, models, and research methods being used for
the study of teachers’ planning and interactive thinking
were inappropriate for such research.

As researchers

investigated methods for the study of concepts in the third
and newest category of teacher thinking, a variety of
research methods were already in use to study the preceding
categories.

Among these were process tracing, stimulated

recall, policy capturing, and journal keeping,

interviews,

field observation, and narrative descriptions were also
frequently used in teacher thinking studies (Clark and
Peterson, 1986; Clark and Peterson, 1981; Clark, 1978-79).
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Choice of method was closely linked to the category of
teacher thinking being studied (e.g., process tracing to
study preactive thinking, stimulated recall for interactive
thinking), but was also related to the conceptual framework
which guided the research.

At least two such models were

been influential in the development of teacher thinking
research:
1. The information processing model. Within this
framework, the teacher is viewed as a person faced
with a complex task environment, whose ability
to deal rationally with this complexity is
limited by his/her information processing capacity.
These limitations create a "bounded rationality"
resulting in the teacher's simplifying the
environment in order to cope with its complexity.
This simplified version of the task environment is
commonly called a "problem space" (Clark. 1980
& Shulman, 1981).
2. Decision making.

From this perspective, "the

teacher is seen as someone who is constantly
assessing situations, processing information
about these situations, making decisions about
what to do next, guiding actions on the basis of
these decisions, and observing the effects of the
actions on students" (Clark, 1980, p. 42).
Shavelson, an advocate of this model, has argued
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that decision making is the most fundamental
teaching skill (Shavelson, 1973).
The history of research on teacher thinking reveals the
rapid emergence of highly rational cognitive models which,
for the most part, are derived from the field of cognitive
psychology.

While use of these models yielded helpful data

in the early study of teachers' planning and interactive
thinking, a number of researchers of teacher thinking, based
in part on the difficulty of fitting all aspects of teacher
thinking in the models, began to suggest that the
information processing and decision making models may lead
to the construction of an overly rational view of teaching.
With reference to highly logical models of teacher thinking,
Yinger (1978) commented:
One consequence of this view is the temptation to
portray the teacher as a rational information
processor who is continually making diagnoses, testing
hypotheses, and making decisons.

It is much more

likely that this conceptualization of teaching more
accurately describes some moments of teaching than
others (p. 6).
Although Yinger (1978) acknowledges the heuristic value
of rational, logical models in describing some aspects of
teachers' in-class thinking, the immediacy and rapidity of
student/teacher interaction may significantly limit the
opportunities for such rationality.

Munby (1982) also

36

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout p erm ission .

argues that the situations that teachers confront may be
more complex and dynamic, and human decision making more
nonrational, than many models allow us to perceive.
According to Munby, studies using these conceptual
frameworks may be particularly problematic when they include
an implied assumption that teachers and researchers share
the same perceptions:
"That is, their beliefs and understandings are thought
to be such that they attach equal significance to and
derive identical meanings from such things as 'cues
about students' which teachers are sometimes given in
studies, and from statements offered in stimulated
recall techniques" (Munby, 1982, pp. 206-207).
Munby concludes that, unfortunately, "...the
opportunities for running educational research upon the
rails of the assumption of shared perception are legion,"
even when researchers utilize qualitative rather than
quantitative techniques.

This is especially true in studies

using structured interviews, cues, etc., where the
researcher maintains a great deal of control over datagathering and data interpreting processes.

Munby (1982)

discusses the ways a number of prominent studies in the
field of teacher thinking have been vulnerable to the
assumption of shared perception and argues that researchers
need to explore ways to ask teachers what they think and
believe, while minimizing any suggestion of the perspective
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from which the questions might be answered.
Studies of teachers’ implicit theories which have drawn
on Kellyan personal construct theory have attempted to
overcome some of these limitations of the earlier models and
methods.

Kelly (1955) defined personal constructs as "ways

of construing the world" (p. 9) and "the channels in which
one's mental processes run” (p. 126).

Kelly developed an

elaborate theory around this concept and his view of the
person as "scientist."

An individual’s personal construct

system was described as having certain properties and mode
of organization.

With the use of Kelly's complex method,

the "repertory grid test," an individual’s personal
constructs could be elicited, their construct system
described, factor analyzed, and compared to the construct
systems of others.
Initially, Munby (1982) seemed to exhibit a strong
belief that the use of Kelly's repertory grid test would
solve the problem of the assumption of shared perception.
Use of Kellyan theory and method seemed to allow researchers
to shift the focus away from a. priori researcher-constructed
categories to the teachers' own constructions and
perspectives.

However, use of Kelly's construct theory and

repertory grid test in studies of teacher thinking may be
problematic, and perhaps is most useful only when certain
elements of Kelly's theory and method are reconceived.

To

begin with, the idea of personal construct, as defined by
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Kelly, can be criticized on much the same basis as can the
theory metaphor.

Mischel (1964) has suggested that personal

constructs probably do not function as hypotheses, as has
been inferred from Kelly's idea of the person-as-scientist;
at best, they offer post hoc reasons for action, rather than
function as predictors of action.
Munby, once a strong

advocate of the use of Kellyan

theory and method in the study of teachers' implicit
perspectives on teaching (e.g., Munby, 1982), discovered
this limitation in his experiences with the application of
personal construct theory and the repertory grid technique
in his own research:
(Use of the repertory grid) had shown that the thinking
of teachers could be represented in their language to
some extent.

Yet it is at this point precisely that

the study revealed a major flaw in its own assumptions.
The use of the repertory grid technique yielded
discrete, proportional statements of beliefs and
principles which the study took to be related to
professional action, after Kelly's personal construct
theory...it is clear that the propositional form of
the statments may well have been
genuine, attempts by

sz post facto. though

the teacher toput something into

propositional language that may not normally be carried
in that form...The effort of research that attempts to
understand teachers' thinking in their own language is
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threatened unless another way of using their language
can be found (Munby, 1986, p. 198).
In addition to problems in capturing the ordinary
verbal language teachers use to represent events, some uses
of personal construct theory may omit other (e.g.,
behavioral)1aspects of teachers1 "language of practice."
The repertory grid test, as well as other methodologies
based on Kellyan theory, need not entail research done in
the actual classroom context, despite the embeddedness in
action which teacher's representations are often described
to have.

This shortcoming was identified by oberg (1986) in

her attempt to apply Kelly's personal construct theory to
research on teacher professional development.
While Oberg's methodology allowed teachers to use
"their own" language in a written task related to the
elements of practice, the teachers used terms and phrases
which, although meaningful from their individual
perspectives, seemed unfamiliar or opaque to the
researchers, thus impeding interpretation of the
participants' perspectives,

overcoming this dilemma in the

application of personal construct theory prompted an
expansion of the methodology to include classroom
observations and interviews in order for the researchers to
gain clearer understanding of the language which conveyed
the ways one teacher in the study construed the elements of
practice.
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While Kellyan theory and method may be frequently
found in the study of teachers' implicit thinking, the
Kellyan model is not the only constructivist perspective on
which researchers of implicit teacher cognition may base
their work.

There are additional points of view available

on the study of cognition drawn from the school of thought
in psychology known as "constructivism."

While George

Kelly's personal construct theory (see Kelly, 1955) has been
shown to have some limitations for the study of teacher
thinking, this fact need not preclude the overall relevance
of constructivism as an appropriate alternative model.

Cognitive constructivism
In order to understand the overall relevance of
cognitive constructivism to the study of teacher's implicit
thinking, it is helpful to outline the principle tenets of
the movement.

However, an attempt to describe succinctly

the constructivist perspective is a difficult, if not
impossible, endeavor.

As Coviello (1986) notes:

This search for a central statement...may give
the false impression that constructivism, at least as
the perspective was initially put forth, was a
deliberate and coordinated attempt by a group of
scholars to produce an alternative to associationism,
behaviorism, or scientific empiricism.

Constructivism

is more accurately described as a set of common
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assumptions that emerges in retrospect, a way of
thinking about knowing shared but not cooperatively
developed by philosophers and psychologists who
came to the issues by different routes (p. 19).
It is nevertheless useful to identify "constructivism"
as a school of thought, "because, despite differences among
individual perspectives, these theories share basic points
of agreement, especially when their common assumptions are
compared to alternative ways of thinking about central
questions" (Coviello, 1986, p. 20).

Coviello's review of

constructivism, based on historically important as well as
quite recent work in this area from both the United States
and Europe, is quite thorough and need not be repeated here
Instead, a few key points are noted.
Coviello finds an early, emergent constructivist
perspective in the work of Dewey, Piaget, and Polanyi (see,
for example, Dewey, 1916, 1934; Piaget, 1971; Polanyi, 1958
1967).

A central tenet of their viewpoints is that

knowledge is "construction:" "...human knowing is not an
ingestion of external, objective reality but is the
personal, active, and revisable construction of each
individual interacting with the external world" (Coviello,
1986, p. 19).
This view contains the assumption that the knowing and
known are inseparable. Coviello claims that, for Piaget,
this means "the extension of the self into the environment
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and the incorporation of the environment into the everwidening circumferences of the self" (p. 35).

Piaget thus

describes mind as "'the as yet unfinished product of
continual self-construction'" (Coviello, 1986, p. 36).
Similarly, Polanyi asserts that "into every act of Knowing
there enters a passionate contribution of the person knowing
what is being known..." (Polanyi, 1958, p. viii). in the
same vein, Coviello (1986) quotes Dewey and Bentley:
"...knowings are transactions of knowing and known
jointly; they themselves as knowings occupy stretches
of time and space as much as do the knowns of their
report; and they include the knower as himself
developed and known within the cosmos of his
knowledge" (p. 36).
For Bruner, whose constructivist view is the one to
which this study most directly relates, the human
mind is engaged in "worldmaking;" that is, we mentally
construct the various types of renderings of experiences
through which we know the world.

From Bruner's perspective,

...it is far more important, for appreciating the
human condition, to understand the ways human beings
construct their worlds... than it is to establish the
ontological status of the products of these 'processes.
For my central ontological conviction is that there is
no 'aboriginal' reality against which one can compare
a possible world in order to establish some form of
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correspondence between it and the real world...(Bruner,
1986, p. 46).
Bruner emphasizes that "what exists is a product of
what is thought" (p. 96).

He illustrates his point of view

with a discussion of the constructivist philosophy of Nelson
Goodman (Bruner, 1986, pp. 93-105), who believed that "what
we call the world is a product of some mind whose symbolic
procedures construct the world" (p. 95).

Bruner regretfully

observes that few cognitive psychologists have taken
constructivist philosophy and the related school of
"interpretive social science" (e.g, Geertz, 1974, 1983) to
heart, despite the broad implications which he believes this
perspective holds for their work.

To do so would result in

efforts to sytematically investigate the ways individuals in
various contexts go about the process of "worldmaking."

Constructivism Applied tn This study
By focusing on Bruner's idea of stance, as defined in
Chapter One, this study was intended by the researcher to
contribute to the search for clearer understandings of
educators' "worldmaking," as experienced and communicated by
teachers themselves, through investigating a potentially
useful constructivist concept related to the acquisition of
practical knowledge of teaching.

This research on teacher

stance is therefore tied to the tradition of those
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investigating teachers’ implicit theories, inasmuch as it
relates to implicit perspectives which teachers construct.
Unlike most previous research, rather than investigating
teachers' "theories" of teaching using a personal construct
perspective, the researcher avoided use of a Kellyan model.
Instead, the ideas of Bruner and Schon were used in applying
a constructivist viewpoint to the study of how a student
teacher construed the elements of teaching during the
practicum experience, how she positioned herself as
practitioner in relation to that knowledge, and how she
eventually came to define herself as a novice teacher.
From this perspective, teaching behavior is seen not as
derivative of personal constructs which function as
hypotheses or theories, thus leading to a view of the
teacher as pseudo-scientist.

Instead, behavior is viewed

as part of the "language of practice" through which the
elements of teaching are encountered and represented and by
means of which expression is given to the teaching identity
emerging from the on-going process of stance negotiation.
Overt teaching behavior is thus not conceived as the end
product of a personal process of "theory-making" (a view
which data have not supported), but as an integral part of
the complex, continuous process of "worldmaking," of coming
to "know" teaching and one's self as teacher.
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METHODOLOGY Ig THE. STUDY QE TEACHERS» IMPLICIT COGNITION

The concepts and models which have guided and/or
resulted from research on teachers' implicit theories and
practical knowledge were discussed in the previous section,
along with the choice of perspective for the proposed
research.

The purpose of this section is to discuss

methodological concerns in researching implicit aspects of
teacher cognition and the relevance of a naturalistic
paradigm for this research.
A computer search of dissertations on various
categories of teacher cognitions (attitudes, perceptions,
theories, beliefs, etc,) was conducted in order to survey
the characteristics of studies in this research area. The
search yielded 4800 citations from the last 60 years. Of
these many studies, only about 100 seemed relevant to
prevailing definitions of teachers' implicit theories.
Abstracts were obtained for this smaller number and were
summarized by year, author, degree granting institution,
problem statement, methodology, composition of sample, and
major findings.
The summaries were placed in a computer data base
(using dBASE III+ on an IBM PC) and sorted by the
abovementioned indicators.

The results of these sorts

indicate that dissertation research relevant to the implicit
theories, beliefs, or practical knowledge of teachers was
seldom conducted prior to 1965.

Of those 104 studies whose
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abstracts were examined for the purposes of this review, 50
were quantitative in nature (primarily statistical analyses
of questionnaire results) and dealt with explicit theories
and beliefs, and 14 utilized both quantitative and
qualitative procedures (usually questionnaires combined with
some procedure for obtaining narrative data, such as
interview, etc.)-

The remaining 40 (dating from 1968-1986)

utilized designs that were predominately qualitative, but
tended to be not highly relevant to the concept of teacher
stance and/or varied in the extent to which their methods
permitted the participants’ views to be expressed in their
own categories and language.

Studies examined from sources

other than dissertations (articles, reports, etc.) revealed
much the same pattern.

Quantitative ys. Qualitative Approaches £& the Study £f
Teachers' implicit cognitions
The quantitative studies examinied, which involved
methods such as observational instruments, questionnaires,
experimental designs, statistical analysis, etc., tended to
produce mixed results or few statistically significant
relationships between and among the variables under study.
It was seldom clear from these findings whether the expected
characteristics and/or predicted relationships of the
cognitive variables simply did not exist at all or just were
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not captured by the research designs and instrumentation
utilized.
A number of researchers suggested the latter may be the
case.

For example, in an early and comprehensive

quantitative study of teacher beliefs which used
questionnaires and factor analysis, Wehling and Charters
(1969) were among the first to point out that teacher
beliefs exhibit a complexity and multidimensionality
difficult to capture with traditionally used measures.

They

note that "generally the tactics of scale construction and
the research context in which measurement is carried out do
not encourage the investigator to explore the dimensionality
of the domain as a problem in its own right" (p. 8). While
Wehling and Charters believed their research enabled them to
identify eight such dimensions, they also noted that these
may not be held by teachers in mutually exclusive ways, may
be conditionally ordered, and, with reference to teachers'
educational goals, perhaps "cannot be illuminated by
conventional questionnaire items" (p. 21).

They observe

that their factor analysis did not (and was not intended to)
reveal the complex ways beliefs are organized by individual
teachers: "These are matters for future research, and full
explication of the organization of belief systems
undoubtedly will require other approaches more suitable than
factor analytic methods" (p. 23).

_

Subsequent quantitative research on aspects of

48

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

teachers' theories and beliefs has revealed similar
limitations. Bastian (1984), in a complex correlational
study of the relationship of preservice art teachers'
reality constructs to psychological type, attitudes toward
education and perceptions of selected art works, found only
one statistically significant relationship among the many
studied.

Bastian concluded that although a review of the

literature indicated that understanding teachers' constructs
can be helpful, these constructs are too complex to be
adequately described by the instruments used for the study.
Likewise, Cadwell's (1979) use of a regression model to
study teachers' judgments and decisionmaking "policies" led
him to suggest that accurate representations of these
policies probably cannot be obtained through regression
analysis.

Feden (1981), in an inquiry into the relationship

between selected general belief system variables and
specific educational beliefs among special education
teachers, discovered that many of the teachers in the sample
could not be categorized in the groupings used.

Feden

suggested that additional research of an idiographic nature
is necessary to understand the beliefs held by teachers.
Bohlen's (1985) factor analysis study of teachers'
conceptions of the field of social studies similarly
indicated no specific patterns and gave few clues as to what
the social studies teachers believed their field is or could
be.

Likewise, Itzko (1982) was unable to identify any clear
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unidimensional patterns in social studies teachers' beliefs
and attitudes concerning teaching and curriculum practice.
Pope's (1985) attempt to discover if pairs of student
teachers and their cooperating teachers holding similar
beliefs would view the student teaching experience more
positively than student teachers and their cooperating
teachers who had dissimilar beliefs produced no
statistically significant relationships and led to
speculation concerning the instrumentation's effect on
results.
Others have encountered similar difficulties in
obtaining meaningful results with quantitative approaches
to the study of complex and implicit aspects of teacher
cognition.

Hoffman and Kugle (1981), for example, blamed

the failure of their research to demonstrate a relationship
between teachers' beliefs and their behavior on the
inadequacy of a questionnaire in revealing deep cognitive
structures. They pointed out that the interview component
of their research was much more revealing than the data
generated by questionnaires; in the interviews, more
potential ties seemed to emerge between the teachers'
conceptions and their practice.

They questioned "the notion

that we can validly assess beliefs through paper-pencil type
tasks."

When questionnaires are used, "at best we are

looking at what teachers think they should be doing or how
teachers perceive we would like them to respond.

At worst,
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we are artificially forcing teacher beliefs to fit one or
another conceptual model..." (p. 14).
Huffman and Kugle additionally reported that the most
common response to items on their questionnaire was "it
depends." They concluded from this and their interview data
that teachers' conceptions' may be more situational than
they had assumed and may relate in complex ways to the
contexts of instruction.

In attempting to assess their data

and similar methodological difficulties which they
encountered, Duffy and Anderson (1984) also concluded that
the beliefs which seemed most directly linked to teachers'
behavior (unlike the theoretical beliefs they set out to
investigate) were contextual in nature and derived from
experience and instructional practice.

In discussing this

problem of obtaining access to "deep structures,” Bussis,
Chittenden, and Amarel (1976) argued that greater technical
sophistication and fine-tuning of instruments, while not an
undesirable goal, is nevertheless probably not sufficient to
gain full understanding of implicit phenomena.
The relevance of these studies to the research reported
here lies in their implication that quantitative approaches
to the study of teachers' perspectives have seemed
inadequate for attaining full understandings of teachers'
implicit cognition.

The complex, contextual, and

multidimensional qualities that teachers' implicit cognitive
structures seem to reveal in the data of prior research
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suggests quantitative designs may not be the most
efficacious for the study of these structures.

The

difficulties encountered by quantitative researchers, then,
influenced the choice of methodology for the research
reported in this dissertation by suggesting the need to
explore a qualitative design.
While the commonly used labels "qualitative" and
"quantitative" are sometimes criticized as inadequate
differentiations of the two major branches of research
conducted in education (Erickson, 1986), some (e.g., Cohen
and Manion, 1985) argue that the major difference between
the two is that quantitative approaches tend to be
positivistic and nomothetic, while qualitative methodologies
are nonpositivistic and idiographic.

Thus, the two are

based on different epistemological paradigms (Smith, 1983;
Erickson, 1986).

However, as Erickson (1986) recognizes, it

is quite possible to use qualitative techniques from a
positivistic perspective, although doing so risks excluding
from interest "the immediate meanings of actions from the
actor's point of view."

in an interpretive, nonpositivistic

use of qualitative methods, it is the immediate, often
intuitive or implicit meanings of thoughts and actions to
the subject that form the central interest (Erickson, 1986,
pp. 119-120).
As previously discussed, the short history of research
on teacher thinking reveals the use of a variety of
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conceptual and methodological models.

While most would be

classified as "qualitative," they nevertheless vary to the
extent they meet Erickson's view of "interpretive.11 The
history of the study of teachers' implicit theories and
practical knowledge, in particular, reveals an ongoing
search for ways to better study and express the viewpoints
of participants in their own language (that is, to become
more interpretive or "nonpositivistic" in the use of
qualitative methodologies).
Clark (1986), in reviewing trends in research on
teacher thinking, notes the evolution of conceptual models
and methods in use in this research area and resulting
changes which have occurred in the view of the teacher
available from the research findings.

He suggests that the

history of research on teacher cognition reveals the
following:
- a trend away from highly rational information
processing models of teaching toward a view of the
teacher as a constructivist and/or reflective
practitioner.
- a trend away from a view of teaching knowledge that
emphasizes abstract principles or general laws toward
one made up of "images of cases, vivid experiences,
and good examples" (p. 11).
- a trend away from the methods of the psychological
laboratory and toward the methods of fieldwork.
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As Clark (1986, p. 13) indicates, "The emphasis has
moved away from hypothesis testing about cognitive processes
to what Erickson (1986) calls interpretive analysis...Thick
descriptions, triangulation, and collaborative
interpretations of descriptive research have become more
common."

These developments can be seen to represent

conceptual progress in this research area and gains in our
ability to understand teaching (Clark, 1986).

Naturalistic Inquiry

Bruner has suggested that constructivism and the
related field of interpretive social science hold relevance
for the study of cognition (Bruner, 1986).

The interpretive

tradition in the social sciences is described by
anthropologist Clifford Geertz in part as a movement "away
from functionalist accounts of the devices on which
societies rest toward interpretive ones of the kinds of
lives societies support" (Geertz, 1983, p. 93). For Geertz,
this means that "thinking is to be understood
'ethnographically,' that is, by describing the world in
which it makes whatever sense it makes" (p. 152).
Accomplishing this "ethnography of thought" requires the
collection of what he calls convergent data:
By convergent data I mean descriptions, measures,
observations, what you will, which are at once diverse,
even rather miscellaneous, both as to type and degree
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of precision and generality, unstandardized facts,
opportunistically collected and variously portrayed,
which yet turn out to shed light on one another...
(Geertz, 1983, p. 156).
The interpretive approach to anthropological inquiry
advocated by Geertz and others emphasizes research via
fieldwork; "convergent data" are collected in natural
settings.

A well-known perspective on conducting research

from the perspective of interpretive anthropology is the
"naturalistic inquiry" of Lincoln and Guba (1985; also, Guba
and Lincoln, 1981 & 1982).

To conduct naturalistic research

is to attempt to understand phenomena from the participants'
frame of reference.

The researcher is the human

"instrument" of data collection, who, building on tacit
knowledge and using qualitative methods, pursues fieldwork
in natural settings and engages in an inductive and cyclical
process of data collection and analysis (see the discussion
of "constant comparative method" in Chapter 3) which result
in a case report that is both idiographically interpreted
and tentatively applied.
To avoid the "myth of pure induction," Erickson (1986)
refers to this process as "deliberative."

Although it is

inductive in the sense that the research is pursued as
"progressive problem solving, in which issues of sampling,
hypothesis generation, and hypothesis testing go hand in
hand," the research process is not "mysterious" since
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decisions are carefully made and are explicated as fully as
possible for the reader of the research report (p. 140).
This provides "retrospective accountability" (Silvers,
1982b) of the reasonableness of the actions taken by the
researcher.
Thus, in naturalistic inquiry, there are few a priori
constraints imposed by the researcher on antecedent
conditions or on the variables given attention during the
inquiry.

This contrasts with experimental research from a

positivistic perspective which requires high degrees of
constraint on both kinds of variables (Guba and Lincoln,
1981).

Experimental research is most appropriate when much

is known about the phenomenon under study and an a priori
hypothesis and appropriate experimental method can be
specified.

A naturalistic design, on the other hand, is

most appropriate when it is necessary to enter the natural
setting to gain the knowledge and insight into a phenomenon
which are otherwise unavailable and which are necessary for
the construction of hypotheses about the nature of the
phenomenon in particular contexts.

As a result, according

to Erickson (1986), naturalistic inquiry is an appropriate
.choice when the researcher needs to know about:
- the specific nature and and structure of phenomena
rather than their general character or overall
distribution across a number of places.
- the "meaning-perspectives" of participants in
particular contexts.
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- the identification of specific influences on
phenomena identified or suggested by other research.
Given its distinctive nature, naturalistic inquiry
requires unique criteria for "trustworthiness," since the
criteria used for establishing validity and reliability in
more traditional quantitative approaches do not apply (see
Lincoln and Guba, 1985).

Indeed, the concepts of validity

and reliability require re-definition in order to be
understood in the context of a naturalistic design.
According to Kirk and Miller (1986), validity in a
naturalistic study relates to "calling things by their right
names."

In the same vein, reliability in naturalistic

inquiry relates to checking the strength of the data to
insure that the researcher could expect to obtain the same
findings if he or she tried again in the same
Establishing validity and

way.

reliability in such researchthus

involves what Erickson (1986) calls the avoidance of
"evidentiary inadequacy."

To guard against evidentiary

inadequacy, the naturalistic researcher must attempt to
insure that adeguate amounts and kinds of data are
collected, that the complexities of the setting and the
meaning-perspectives of the participants were taken into
account and understood, that data are sought to disconfirm
emerging interpretations,

and that discrepant dataare

carefully scrutinized and

compared with other data(see

Erickson, 1986, p. 140).
An interpretive social science perspective on research,
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specifically, naturalistic inquiry as described above,
seems the most appropriate methodological choice in the
study of teacher stance,

when care is taken to avoid

evidentiary inadequacy, naturalistic design can yield
useful, reliable data on the perspectives of participants.
While Bruner (1986) has already identified the relevance of
interpretive social science and constructivism to the study
of cognition, the bases on which such a claim could be made
are illuminated by the foregoing discussion.
This study, which sought understanding of teacher
stance in one student teaching setting, required that which
is the goal of naturalistic inquiry: description and
interpretation of the "meaning-perspectives” of participants
in particular settings. It was a task which required an
"ethnography of thought" (Geertz, 1983) in order to identify
the stance-marking which was conveyed in the participants'
"language of practice,"

a language which could only be

heard and seen by being present in the natural setting of
the classroom.

It required an inductive process since the

nature of a teacher's stance or the processes by which it is
negotiated could not be known prior to the onset of
research.

It required a research perspective appropriate

when little is known about the nature of the phenomenon
since the concept of stance has not been adequately explored
in research on teacher's practical knowledge of teaching.
Naturalistic inquiry met these needs of the study and
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therefore a naturalistic design was chosen for the research.
The increasing and successful use of such methods in
producing useful data on teacher cognition in recent
research efforts further underscored the viability of a such
an approach for this study.

RELEVANT STUDIES OZ TEACHERS' IMPLICIT THEORIES
m i PRACTICAL KNQWLED.SE
Naturalistic perspectives and qualitative methods,
which have increased in use in recent years, seem to be
providing fuller descriptions of aspects of teachers'
cognitive structures and processes than were previously
available and to be overcoming some of the difficulties
encountered when positivistic perspectives and/or
quantitative methodologies were used for such research.

A

relatively small number of qualitative studies, however,
have directly addressed the phenomenon of teachers' implicit
theories or practical knowledge - the category of teacher
thinking research most relevant to the study of stance.

Research Using a Kellvan Perspective
Much of the qualitative research on teachers' implicit
cognitions has involved use of George Kelly's personal
construct theory and his repertory grid test to identify
teachers' constructs.

Among these studies are Taylor
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(1979), in a study of the complexity of elementary teachers’
construct systems and the probability inference systems they
used to process social information; Johnston (1979), in a
study which explored the conceptions of reading held by the
teachers; Olson (1980), in a case study of eight science
teachers in England and their involvement in the
implementation of an innovative curriculum; and Munby (1982
and 1984), in research on the implicit theories and
principles of teaching of a junior high language arts
teacher and a junior high earth science teacher.
While these studies helped to establish research on
implicit aspects of teacher thinking as a viable direction
for the study of teacher cognition and the usefulness of a
constructivist perspective in such research, they
encountered the conceptual and methodological problems
previously discussed concerning Kellyan personal construct
theory.

The data from these early studies of implicit

theories and beliefs did indicate, however, that teachers
seem to hold identifiable but complex and uniquely personal
conceptions of the elements of teaching, and that these
conceptions tend to exist in practical rather than
theoretical terms and seem somehow linked to teachers'
actual practice.
Later studies in this area began to further explore
and/or modify the Kellyan perspective, combining use of the
grid with other methods or perspectives in applying a
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constructivist approach to research on teacher's thinking.
Muscella (1987a, 1987b), for example, used pictorial stimuli
within an interview setting to acquire information on
participants' (elementary school students, teachers, and
parents) constructs of learning.

Nespor, McCuller, and

Campos (1984) used repertory grid technique as well as
process tracing, policy capturing, stimulated recall, and
journal keeping methods in a study of teacher beliefs.
Johnston (1987) used personal construct theory without
repertory grid technique to establish a constructivist view
of learning utilized in an action research project involving
teacher collaboration in the development and implementation
of elementary science curriculum in England. Oberg (1987)
blended personal construct theory with phenomenology and
ethnography in a study of the "ground" (beliefs and
intentions underlying practice) of eight experienced
elementary teachers.
The work of George Kelly, then, can be seen as highly
influential in early research on teacher's implicit
thinking.

More recently, Kelly's perspective and methods

have been modified or combined with others as researchers
have sought to overcome the problems attached to use of
Kellyan theory.

The search for more appropriate frameworks

for research of implicit thinking has increasingly led to
greater diversity in methodological approach.
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Additional

Studies

In addition to the Kellyan perspective, qualitative
studies of teacher theories have also involved various types
and adaptations of phenomenological, psychological, or
ethnographic techniques.

Among these are Brandau's (1986)

phenomenological approach to one experienced teacher's
implicit theories through a study of the teacher's struggle
to encourage thinking in her math class, Myers' (1985) case
study of one second grade teacher's understanding of
classroom events, and Janesick’s (1979, 1982) use of
participant observation and interviews to study one sixth
grade teacher's perspective (defined as a combination of
beliefs and behaviors composed of definitions of various
situations, actions, and criteria for judgment), in related
research, Buchmann (1983) investigated elementary teachers'
unique conceptions of their work by posing a categorical
statement concerning teacher decision-making and eliciting
teachers' responses to the statement. Capet's (1987) case
study of an art teacher's "perspective" from that teacher's
own point of view revealed that overall themes could be
observed which transcended events in any particular art
lesson taught by the teacher.
In other research, Grant's (1987) observational/
interview study of the "pedagogical content knowledge" of
four secondary teachers of social studies, physics, and
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English, suggested that while each of the four teachers
conceived the structure of their content in a different way,
the pedagogical content knowledge of all four "is embodied
in a meta-image which becomes the controlling conception for
what is taught...These organizing images filter the
selection of forms of representation and influence the
communicated meaning" (p. 12). The "meta-image" to which
Grant's findings allude seems to be similar to other
researchers' conception of "perspective."
In a study which began with questionnaires administered
to 108 English teachers and continued with Kellyan analysis
of the personal constructs of eleven English teachers and
in-depth case studies of three others, Coviello (1987)
inquired into the personal constructs which teachers use to
understand, evaluate, and expand their practice.

The study

confirmed the individuality of the participants' "theoriesin-action."

In related studies using observation,

interviews, and journal keeping methods, Kauchak and
Peterson (1987), Harcelo (1987), and Garcia (1987), provide
additional support for a constructivist view of teachers'
evaluation of their own and their students' work.

Kauchak

and Peterson's findings suggest the presence of an
"evaluative template" as a cognitive structure which
teachers create to apply to evaluation tasks.
These studies have enriched the store of information
available about implicit aspects of teacher thinking.

They
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further demonstrate the usefulness of concepts involving
teacher-constructed conceptions of teaching in helping us to
understand the nature of teaching as experienced by its
practitioners. They illustrate the on-going evolution in the
search for more productive concepts and methods in this
branch of research on teacher thinking.
The studies, however, also exhibit limitations.

They

vary in the extent to which they avoid the problems imposed
by use of a theory metaphor when conceptualizing teacher's
implicit cognitive processes.

Those which utilize concepts

such as "perspective" or related notions, and thus avoid
"theory" connotations, may more accurately capture the
nature of teacher's constructions but tend to provide only
limited information on how a teacher's perspective actually
functions as part of the knowldege base of teaching, in the
process of teacher self-definition, and/or in actual
teaching behavior.

Selected studies

Te.aclier Knowledge

Several studies do exist which seek to couch their foci
within teacher's professional knowledge. Hasweh (1986) set
out to study qualitatively two domains of teacher cognition:
subject matter knowledge and conceptions/beliefs.

His

naturalistic research permitted a description of the various
dimensions along which six secondary science teachers'
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knowledge varied.

Results also gave evidence to a third

domain: "subject matter pedagogical knowledge," similar to
the concept of "practical knowledge."
Two prominent Canadian studies of teacher knowledge,
focusing on "practical knowledge," are those done by Elbaz
and Clandinin.

Elbaz (1981, 1983) helped introduce the

concept of practical teaching knowledge in her case study of
an experienced secondary learning skills teacher.

Her open-

ended discussions with her participant led her to describe
practical knowledge as having content (related to subject
matter, curriculum, instruction, self, and schooling), as
having five "orientations" (refer to how knowledge is held
and how it relates to the situational, theoretical,
personal, social, and experiential), and three types of
structures (rules of practice used methodically, practical
principles used reflectively, and images which guide action
in an intuitive way).
Building on Elbaz's research, Clandinin (1985, 1986)
pursued case studies of two experienced elementary
teacher's to investigate the "image" component of teachers'
practical knowledge, her interest being the "imaginative
processes by which meaningful and useful patterns are
generated in practice."

The images which result from these

processes in a teacher's experience were assumed to offer
guidance to teachers in making sense of future situations.
Images were found to reside in both words and actions, to be
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both "embodied" and "enacted."

Their embodiment was found

to involve "emotionality, morality, and aesthetics, and it
is these affective, personally felt and believed, meanings
which engender enactments" (Clandinin, 1985, p. 363).
These studies tend to confirm the existence of implicit
cognitive constructions about teaching in a "practical"
dimension to teachers' knowledge base, as well as convey the
benefits of a naturalistic, multi-method approach to such
research.

Inasmuch as these studies were conducted with

experienced teachers, however, they shed little light on the
processes by which teachers’ perspectives are formulated and
practical knowledge acquired, or on the relationship of
these processes to the emergence of a teaching identity.

As

such, they give little indication of the relationship of the
development of teachers’ constructions/perspectives to
teachers’ stances and stance negotiation.

They do, however,

lay necessary groundwork for such study by suggesting
elements of both the form and function of teacher
constructions within the practical knowledge of teaching.

Selected Studies £l£ Pre-Service Teachers ’ Implicit
.Cognitions
Several qualitative studies have been conducted which
investigate aspects of pre-service or beginning teachers’
implicit theories and/or which examine the developmental
nature of teachers’ perspectives. A review of this
66

R ep ro d u ced with p erm ission of th e copyright ow ner. Further reproduction prohibited w ithout p erm ission .

literature provides information relevant to student teachers
and the development of their practical knowledge of
teaching.
Fuller (1969) undertook intensive study of small groups
of student teachers in order to identify a developmental
conceptualization of their concerns. The student teachers'
concerns seemed to focus more on themselves at the beginning
of the semester and to gradually shift.

While self-concerns

continued to be present, emphasis seemed to shift over the
course of the semester toward concerns involving students.
These findings were consistent with the authors1 regrouping
of data from several other studies of student teaching.
Adams (1982a, 1982b) used both a longitudinal and
cross-sectional design to look at changes in teacher
perceptions from student teaching through the fifth year of
teaching.

Adams' findings generally agreed with Fuller's;

the novice teachers' concerns about their "self-image" as
teachers seemed to decrease in importance while issues
involving students (as well as parents and administrators)
increased in significance over time.
in a study intended to aid understanding of student
teaching from the student teachers' perspective, Sitter
(1981) used interviews, observation, and self-report data to
understand how six elementary student teachers construed
their student teaching experiences and their actions within
that context. Sitter was particularly interested in how the
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participants perceived their roles, what goals they held for
their student teaching, what actions were taken to reach
their goals, and what outcomes were reached.

Using a

symbolic interactionist approach, she concluded that the
participants perceived their role as one of "junior
partner." In light of this perception, a major goal and
directing theme for actions was "to prove oneself."

To

achieve the goal, the participants utilized student teaching
in attempting to develop proficiency in teaching, acquire
leadership, modify some personal characteristics, and
acquire a teaching identity.

Attaining these objectives in

order to "prove" themselves seemed to lead to both cognitive
and affective changes which were indicative of a "readiness
for autonomy" (Sitter, 1981).
Studies such as Fuller's, Adams', and Sitter's may
suggest that some process of teacher identity formation is
active during early teaching experiences.

The data from

these studies emphasize student teachers' concern with
self.

Bruner's work suggest that a necessary ingredient in

taking a stance toward the world, and eventually developing
a sense of self, is the construction of a personal
representation of the world.

The perspectives which student

teachers construct/develop on the world of teaching have
been studied by some researchers.
In a study by Adler (1984) of selected elementary
student teachers' perspectives toward social studies,
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observation of five lessons was conducted with follow-up
interviews, more formal interviews were conducted once at
the beginning and once at the end of the semester, and the
cooperating teacher interviewed once to ascertain his/her
perceptions of the student teacher.

Results indicated the

four student teachers' views of the social studies were seen
to be complex and embedded in broader concerns about
teaching.

The salient issues of student teaching varied for

each student teacher.
Bolin (1987) reports on the use of reflective journal
keeping as a method for identifying the nature and changes
of student teachers' concepts of teaching and the ways they
think about their role.

The student teachers' journal

revealed much about their views both in the form of direct
statements of belief or more implicitly in their
prescriptions for and descriptions of the events and people
in the student teaching environment.
In a study by Ross (1986, 1987), interviews were
conducted to gain insight into preservice social studies'
teachers' "perspectives," defined as an "underlying
rationale or theory of action" (Ross, 1987, p. 3).

The

interviews focused on five aspects of becoming a teacher:
the choice of teaching as a career, experiences had as a
student, models and images held of teaching, formal teacher
preparation, peer relations in the teacher preparation
program, and practice teaching experiences. Ross (1986)
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reports that perspectives consisting of beliefs, attitudes,
and practices could be indentified in relation to four areas
examined in the interviews: (1) motivations for teaching,
(2) the role, function, and practices of teachers, (3) the
nature and purpose of social studies, and (4) the process of
learning to teach.
Some research seeks to understand the developmental
nature of teachers' perspectives by comparing so-called
"novice” and "expert" teachers.

In one such study, Ropo

(1987), building on Leinhardt and Greeno's (1986) work,
examined the ways experienced and novice secondary math
teachers' knowledge base (both factual and procedural
knowledge) differed.

Using clinical interviews and

observations, Ropo suggested that the results, consistent
with those of other expertise studies, indicate that expert
teachers are better able to construct, and use without
conscious reflection, accurate and specific mental models of
instructional situations. Another expertise study involving
implicit beliefs, conducted by Boggess (1987) using the
repertory grid technique, indicated that novice teachers
were beginning to try to understand the role of teacher and
gain the cooperation of students while experienced teachers
had already reduced some of the complexities and ambiguities
of the role and had expanded their reality constructs to
include specific instructional strategies and long range
goals for student learning.
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Blase (1981) utilized a symbolic interactionist
framework, open-ended questionnaires and interviews to
explore teacher perceptions of the meaning of being a
teacher.

In particular, the researcher asked about the

changes in that meaning which the teachers retrospectively
perceived had occurred over time.

This approach elicited

the defining characteristics of experienced teachers in both
beginning and later years of practice and revealed changes
in the teachers' viewpoints over time.
(1982)

Blase and Greenfield

report other developmental data suggesting that

students (not other teachers or administrators) are the most
powerful influences in the socialization of the beginning
teacher and that about three years were required for
teachers to develop effective theories-in-action with which
to view instructional and disciplinary problems.

Krupp

(1981) conducted interview research to study 20 experienced
teachers1 perceptions of life developmental changes as
related to their perceptions of teaching needs and
behaviors, yielding an interesting portrait of the cyclical
patterns of individualization experienced by the teachers
and the relationships of life changes to conceptions of
teaching.
In an ethnographic study of five first year teachers,
Copa (1985) attempted to "reconstruct" the patterns of
thought and theory which seemed to underlie the teachers'
behavior.

From these efforts, it became evident that the
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teachers1 theories were more fully developed in some areas
than in others.

Areas basic to day-to-day survival seemed

to be focused on first, and once resolved satisfactorily,
theories of other areas of practice were refined.

The

novice teachers seemed to strive to develop coherence
between and among the cognitions that ordered their thought
and practice.

The Development

Teachers' Perspectives

Studies such as those mentioned above suggest that
individual teachers do construct unique perspectives on
teaching which seem to develop and clarify over time.

Some

researchers have attempted to identify the sources of or
influences on the beginning teachers' perspectives, thereby
attempting not just to describe, but also to explain,
teacher development.
An observational and interview study by Clark, Smith,
Newby, and cook (1984) suggests that beginning teachers rely
more on their own experience as guides to their practice
than they do on their formal training.

In addition, they

draw on a wider range of origins for their practice than did
student teachers in the same study.

The authors believe

there is evidence to support the existence of a "repertoire
of teaching" which develops over a lifetime, beginning with
one's own experiences as a student, is "awakened" from
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dormancy (but does not originate in) student teaching, and
is further "activated" when one begins regular teaching.
"The training program, student teaching, and early
experiences merely prompt small adjustments and refinements
in an already present teaching style" (p. 36).
Zeichner and Tabachnik (1985) pursued a longitudinal
study of the perspectives of four elementary teachers from
their student teaching thorugh their first year.
gathered through observations and interviews.

Data were

The

developmental experiences of these teachers were marked both
by their commonalities and uniquenesses.

No one explanation

currently in the literature on student teaching (primarily
emanating from quantitative studies focusing on central
tendencies) adequately described these participants' entry
into the role of teacher.

The findings suggest, however,

that conformity (imposed by constraints in the teaching
environment) is not the only outcome of teacher
socialization, and when conformity does occur, it does so in
different degrees, takes different forms, and has different
meanings for individual teachers.

The authors conclude,

among other things, that an interactive view of a teacher's
socialization, as well as consideration for the teacher's
life history, personal characteristics, and detailed
information about the setting in which the person works are
essential to an understanding of the development of the
teacher's perspective, although such information tends to be
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missing from most research.
Elsewhere, in a report of a study of the professional
perspectives of student teachers, Tabachnick, Popkewitz, and
Zeichner (1979-80), describe three facets to the problem of
teaching: the problems of knowing, acting, and being.
Student teachers face these problems as individuals in
particular contexts, with their attempts at resolution
tending to focus on choices, at least in part imposed from
sources outside themselves, between highly structured and
controlled environments and the risks inherent in lessstructured teaching environments. Tabachnick (1980) suggests
that more research of an in-depth nature is needed to
understand the interplay of individual purposes and
institutional constraints in the development of student
teacher's perspectives; such information is vital to
providing for productive field experiences.
In Ross' (1986) research, the student teaching
experience was found to be the most influential part of the
teacher education program because it allowed the students
"to try on the role of professional teacher" (Ross, 1987, p.
27).

Learning to teach, as revealed in these interviews,

seemed to Ross to be a dialectical process in which the
students were active mediators of various socializing
influences.

Earlier studies indicated that the cooperating

teacher is the most powerful socializing force in the
student teacher setting and that student teachers' attitudes
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and behaviors seem to conform to those of the cooperating
teacher over the course of the practicum (e.g., McAuley,
1960; Price, 1961; Yee, 1969, Seperson and Joyce, 1973).
Ross' research appears to suggest that the socialization of
the student teacher may be more complex than simply a matter
of conforming.
Such research suggests that developing a perspective on
and knowledge about teaching may be an interactive process
that is both personal and social.

While there may be

socializing influences and constraints which impact teacher
development, and the role of the cooperating teacher may be
significant among these, learning to know the world of
teaching is also a very personal process, involving each
teacher's history and experiences, which are not fully
accounted for by any single cause-and-effeet theory of
socialization.
This point is underscored by the work of Feiman-Nemser
(1986).

Her longitudinal qualitative study, which followed

six elementary education majors through two years of teacher
preparation culminating in student teaching, suggests that
no adequate framework currently exists to describe what goes
on in teacher preparation.

The framework which her data

suggests, relevant to the present study, flows from the
actual work of teaching and how it is perceived rather than
any ideology, and focuses attention on interelated
aspects of the ways teachers learn to teach, "such as the
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interaction over time of personal biography and preservice
curriculum (program features, settings, people)" (p. 28).
Like studies of inservice teachers' implicit
cognitions, qualitative research on preservice teachers'
perspectives varies in the extent to which it avoids the
theory metaphor, utilizes multi-method and/or naturalistic
data collection, and accounts for the development and
function of teacher constructions in acquiring a practical
knowledge of teaching and a stance toward its practice.

The

studies reveal that efforts to understand how teachers'
practical knowledge (or components thereof) develops, and
its status at the time of and during student teaching, while
providing fuller descriptions than previous quantitative
studies on how persons learn to teach, still have not
afforded us a complete understanding.

Teachers' practical

knowledge of teaching, and the perspectives which are
part of that knowledge, seem to develop or evolve over a
period of time and to shift with other developmental life
changes.

Some aspects may be quite fully developed before

the student teaching experience, while others may have
barely begun to emerge.

Subsequent changes, occurring both

during and after student teaching, seem identifiable, yet
may represent continuation of an on-going process of
"worldmaking" that is not well understood.
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SUMMARY

One view which can be inferred from these collective
findings may confirm the usefulness of a constructivist
perspective on teaching knowledge.

Teachers seem to create

unique and discernible tacit understandings of and
orientations toward the practice of teaching.

This

construction may begin at an early age, possibly during
their own years as students.

However, the perspectives and

experiences of student teachers which have been described
and the extent to which aspects of practical knowledge
appear embedded in the actual context of teaching suggest
that student teaching is a pivotal experience in organizing
the various elements which comprise practical knowledge into
a coherent style.

The practicum is the student’s first real

opportunity to "try on the role" of teacher and to "prove"
herself as a professional.

The initial concern with "self"

which some studies have identified in the early part of
student teaching may imply a particularly active period of
stance negotiation toward the new role.

Differences in

cognitive constructs and processes which can be identified
between novice and expert teachers may relate to some extent
to the on-going processes of "worldmaking" and stance
negotiation which are enriched through the acquisition of
additional teaching experience.
If this should prove to be an accurate portrayal, then
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student teaching is not a context in which the student
teacher comes as a "blank slate" with regard to his/her
practical knowledge, yet some or many aspects of teacher
stance may still be undeveloped upon entering the practicum.
While such a view is compatible with Schon's discussion of
the professional practicum, an understanding of "initial
stance" in student teaching and of "stance negotiation"
during student teaching is not directly provided by existing
studies. The cooperating teacher and his/her perspectives
are notably absent in such studies; therefore little is
known of the actual dynamics of his/her role in relation to
the student teacher’s practical knowledge, other than the
finding that student teachers often seem to conform to
characteristics of their cooperating teachers.
After an examination of the literature on student
teaching, Sitter (1981) concludes, "Given the literally
hundreds of studies done on student teaching we still do not
know much about the impact of this experience on prospective
teachers."

The study reported herein was therefore intended

to build on past research efforts in working toward clearer
conceptions of how a student teacher construes the elements
of teaching over the course of the practicum experience.
Examining the history of teacher thinking research, of
research on teachers' implicit cognitions in particular, and
of methodology employed for such research suggests that
utilizing Bruner's constructivist notion of stance and a
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naturalistic design drawn from interpretive social science
were productive choices for this effort, particularly in
enhancing the possibility of acquiring some understanding of
how teacher constructions may actually function in a student
teacher's knowledge and behavior.
This chapter has explored literature relevant to the
research focus and methodology.

Chapter Three presents a

description of the participants and setting of the study and
focuses on a detailed discussion of the methods used in the
research.
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CHAETER T H R E E :
METHODOLOGY

INTRODUCTION

This study was designed to be a naturalistic
descriptive inquiry of the concept of stance within a
secondary social studies student teaching setting.

The key

assumptions and characteristics of naturalistic research
design and its relevance to the study are discussed in
Chapter Two.

The purpose of Chapter Three is to translate

these design elements into the specific procedures used for
this research.

The discussion begins with a description of

the participants and setting of the study.

The remaining

sections discuss the perspectives on and procedures for data
collection, analysis, and reporting which were used.
Taken as a whole, this discussion is intended to
present an overview of the design and a description of the
methodology employed in this study.

The design and methods

were field-tested and refined during a pilot study with
a secondary social studies student teacher and her
cooperating teacher in a rural high school during the fall
semester of 1987.
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PARTICIPANTS M Q SETTING

Participants for the research were one secondary social
studies student teacher and her cooperating teacher, chosen
for their willingness to collaborate in this research.

The

student teacher was considered the primary participant; that
is, her stance negotiation was the primary focus of the
study.

However, the cooperating teacher was included as a

participant because Schon (1987) suggests that the
experienced professional's stances help define the
"behavioral world” of a practicum.

The research was

conducted over the course of the entire student teaching
placement, January 25 to April 28, 1988, with a final
interview conducted on May 4, 1988.
Because the nature of the study required the full
cooperation of both participants, who could be considered
more appropriately as "co-researchers” than "subjects" of
this research, their willingness to fully collaborate was an
important selection criterion.

The benefits of such

collaboration in educational research, and its potential
contribution to our understanding of teaching, have been
discussed in Florio and Walsh (1978) and Florio-Ruane
(1986).
Bonnie, the student teacher in this study, is in her
early twenties.

She is a very pretty blonde who looks

much younger than her years.

Although student teaching in a
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junior high where the students are approximately 12-14 years
old, she was occasionally mistaken as a student by members
of the school staff until they got to know her.

Bonnie,

though a native of the state in which she was attending
college, is from a county in another part of the state.

Her

parents were divorced when she was young and since then she
has lived primarily with her father.
Bonnie has a somewhat quiet and serious demeanor,
although she claims to be more outgoing with close friends
and family.

When relaxed, she exudes genuineness, good

humor, and sensitivity.

When nervous or uncomfortable, she

appears distracted and self-conscious.
A former student of the researcher in an Introduction to
Education class, Bonnie was enthused about being a
participant in the research.

She had always been a good

student, one who was concerned about academic performance,
and was anxious to do well as a student teacher.

Although

initially it was sometimes difficult for her to express her
thoughts about teaching, she soon became quite open with the
researcher concerning the many moods, thoughts, and feelings
she experienced during student teaching.
Donna, Bonnie's cooperating teacher, is in her
thirties.
dark hair.

Donna is a strikingly attractive woman with long
She is a native of the town in which she teaches

and a graduate of the same local university which Bonnie
attended.

She has been taking additional courses and is
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considering beginning a Master's degree, but at the time of
the research was not yet sure what program of study she will
pursue.

She revealed in one conversation that it is

important to her that a degree program to which she commits
be of high quality and appeal to her interests and goals.
During the semester of this research, she attended a class
on effective teaching one night a week.
Donna is married to a teacher in another local school.
At the time of the research, they had one child, a daughter
of pre-school age who stayed with Donna's parents during
working hours.

Donna had nine years of teaching experience,

most of them at Jefferson Junior High.
Jefferson Junior High is a modern suburban school on
the outskirts of a small city in the Appalachian Region.
The school has a multi-cultural, although predominately
white, population of about one thousand students in grades
seven through nine.

Donna had taught social studies at

Jefferson since the school first opened.
Jefferson is a large, sprawling building which always
seems full of activity.

The days start early (arrival time

for teachers is 7:15 a.m.) and move at a fast pace until
after the last class ends at 2:40 p.m.
at Jefferson are friendly, but busy.

The faculty members
Few teachers linger

over coffee and conversation during preparation periods.
Each teacher is assigned to one of several Teacher Planning
Centers (called TPC's), and most spend their planning time
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in their TPC working individually on lesson plans or record
keeping .
Donna's day is typically task-oriented and fast-paced.
She teaches six classes a day, has hall duty every morning
before her first class, works lunch duty before she eats
(leaving her almost no time after she finishes her meal
before her next class), advises the Student Council, and
coordinates the school's Social Studies Fair.

She fre

quently has additional tasks added to her day - bus duty,
filling in for colleagues, chaperoning field trips,
meetings, parent conferences, etc.

In addition to planning

lessons, preparing materials, and grading papers, she often
must spend a considerable portion of her planning time on
the many kinds of daily and long-term record-keeping
required at the school, such as records to monitor student
attendance, behavior, and academic progress.
Donna's daily schedule for the spring semester of 1988,
which Bonnie was ultimately to assume, is shown in Figure 1
on the next page.
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TIME

ACTIVITY

7:15 a.m.

Arrival

7:20-7:34

Hall duty

7:38-8:26

1st period: 9th grade American History

8:31-9:20

2nd period: Planning

9:25-10:13

3rd period: 8th grade Civics

10:18-11:06

4th period: 8th grade Civics

11:11-11:59

5th period: 9th grade American History

12:04-12:52

6th period: Lunch

12:57-1:46

7th period: 8th grade Civics

1:51-2:40

8th period: 8th grade Civics

Figure X: Donna's Daily Schedule
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Donna moves through her busy day in a consistently
efficient, professional, and well-organized manner.

She

manages her numerous daily responsibilities adroitly,
smoothly shifting from one task to another, and does not
appear to lose track of a single detail.

She is task-

oriented and business-like with her students, and has clear
expectations for their behavior, yet not at the expense of
friendliness toward them.

She seems to have a good

relationship with her students, most of whom appear to like
and respect her.
To her already busy professional life, Donna has
voluntarily added the role of cooperating teacher.

As will

be seen, this is a role which she takes quite seriously and
approaches with the same commitment which she gives her
other tasks as educator.

She has had a number of student

teachers placed with her prior to Bonnie (she estimates the
number to be 8 or 10).

As a university supervisor, the

researcher had worked with her with two student teachers
prior to this study, and found her quite willing to
collaborate in research on student teaching.
No attempt was made in this descriptive study to judge
the teaching effectiveness of Donna and Bonnie.

It was

assumed that they occasionally encounter problems of
practice, as all professionals do, novice and expert alike.
Such occasions were not considered opportunities to evaluate
the participants' practice, but as additional opportunities
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for the description of the nature and development of stance,
inasmuch as they represented instances in which stance
negotiation was often particularly visible.

"Troublesome

phenomena" and "learning binds," as well as "convergences of
meaning" (Schon, 1987), were all potentially informative in
this effort to create a window into stance negotiation in
the chosen setting, but for descriptive purposes only.

The

participants' agreement to reveal their experiences in all
their ramifications was met with the researcher's tacit
agreement to respect the integrity of their work. To
facilitate this, the researcher's role in the setting was as
investigator only, not as University supervisor of the
student teacher.

THE GROUNDED .THEORY APPROACH TO DATA COLLECTION AND ANALYSIS
The methodology employed to study the nature of stance
in Bonnie's student teaching expriences derives from the
naturalistic approach to grounded theory development of
Glaser and Strauss (1967).

From this point of view, theory

is "grounded" in the research itself; that is,
interpretations are generated inductively from the data
rather than imposed upon the data.
Use of the grounded theory process requires that, as
much as possible, the collection, organizing, and analyzing
of data be pursued simultaneously so that they "blur and
intertwine continually, from the‘beginning of an
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investigation to its end" (Glaser & Strauss, 1967, p. 43).
This joint process is called "theoretical sampling," meaning
the process of jointly collecting and analyzing data in
order to guide decisons about what further data are needed
and where they might be found.

The interpretation of events

under study slowly emerges from this procedure.

Hypotheses

about the setting are therefore not identified in advance,
but flow out of the data themselves.

Initial decisions for

data collection and analysis are based only on general
subjects or problem areas (such as "stance").
Although the processes of data collection and analysis
are described separately in this chapter, they overlapped in
the actual research and should not be viewed in too linear a
fashion.

Early stages of the research focused primarily on

data collection.

As data accumulated, tentative data

analysis began, along with efforts to confirm and disconfirm
extant data through ongoing data collection.

The collection

of data continued throughout the student teaching semester,
but slowed toward the end as categories of data became
saturated and as data analysis began to take precedence.
Although initial categorization of the data had been an
ongoing process throughout the semester, the final coding of
the data was done after data collection ceased, when full
attention could be given to completing and refining the
analysis of the accumulated data of the study.
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DATA COLLECTION
Two concerns were primary in the choice of methods for
this study: (1) the method's appropriateness for the study
of "stance" and (2) the method's contribution to the
"triangulation" of the data collection.

The initial choice

of procedures was guided by consideration of those methods
found to be productive in yielding useful and trustworthy
data in previous research on teacher thinking (see Chapter
Two), in particular, by the naturalistic approach to related
research utilized by Yinger (1987a, 1987b), Dillard (1987),
and Haley-Oliphant (1987).

Data collection procedures were

then refined during a pilot study of this research in a
secondary social studies student teaching context.

As a

result of this process, three methods were identified for
data collection: observation of participants, interviews
with participants, and journal-keeping by the student
teacher.
These three methods were selected to provide for the
productive collection of relevant data and for the
triangulation of data.

Triangulation is the use of two or

more methods of data collection in a single study.

The

origin of the term is described by Cohen and Manion (1985):
In its original and literal sense, triangulation is a
technique of physical measurement: maritime navigators,
military strategists and surveyors, for example, use
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(or used to use) several locational markers in their
endeavors to pinpoint a single spot or objective (p.
254) .
Triangulation is a precaution against evidentiary
inadequacy; it is an additional means of giving the data
"trustworthiness."

While any one of the above-described

methods (or any single data collection method or instrument)
can be said to have certain limitations, when used together
to provide data from the same participants on the same
phenomenon, they provide different vantage points from which
to understand the focus of study, thereby providing some
"correction" for the limitations of each used alone.

They

aid, therefore, in providing evidence which confirms or
disconfirms conclusions emerging from the study.

The

triangulation of methods in this study facilitated the
collection of data on three kinds of teacher thinking,
those related to preactive, interactive, and postactive
practice, and helped reveal various aspects of the
participants' language of practice (both verbal and
nonverbal).

Observation

Observation of participants' classroom activities is a
frequently found aspect of studies of teacher thinking.

It

provides access to both the behavioral and verbal aspects of
the teacher's "language of practice" during the interactive
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phase of teaching, as well as to other aspects of a
teacher's daily experiences,

in a naturalistic descriptive

study such as this, it provides the primary means for
gaining access to the everyday activities of the
participants in their natural setting.
Observational data were recorded in this research with
field notes, though audiotapes were also made of the
observed classes to provide corroboration of field notes.
Over 140 hours were spent in the field observing during this
study.

Observation began with full day visits to the

participants' classroom in order to acquire an overview of
the setting.

The pilot study revealed that if these visits

commence at about the time the student teacher begins to
assume teaching responsibility for one or more class
periods, it facilitates observation of the student teacher's
initial teaching experiences, as well as class periods
taught by the cooperating teacher, since student teachers
are typically phased into the full teaching load over the
course of several weeks.

Therefore, full day visits in this

study began the day Bonnie taught a class for the first time
(Monday, February 8) and continued for a full week.
Having acquired ah overview of the setting through full
day observations, two particular class periods from the
day's schedule for which Bonnie had assumed responsibility
were chosen for further observation.

Bonnie's initial

teaching load consisted of three 8th grade civics classes
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(3rd, 4th, and 7th periods).
were selected for observation.

Of these, 3rd and 4th periods
Third period was chosen

because it consisted of a relatively small number of
students who were described as low achievers, several of
whom had been identified as learning disabled.

Immediately

following this class was fourth period which, although it
involved the same textbook and subject matter, consisted of
a larger, more heterogenous group of students.
Once the two class periods were chosen, they were
observed every day for one full instructional unit.

The

unit dealt with the United States Constitution and lasted
for twenty-two days of instruction (Feb. 15 - March 15).
During this time period, the researcher also spent 2nd
period (planning period) every day with Bonnie, and often
portions of other periods as well. This provided
opportunities for informal conversations and interviews, and
for observation of Bonnie’s planning activities and her
interactions with Donna.
This approach to observation provided both a crosssectional and longitudinal view of classroom events.

Full

day observations provided a cross-sectional look at the
participants' schedule, permitting a view of their behavior
and experiences across the day's different class periods and
events, including preparation periods,, informal discussions
between classes, etc.

Observing selected class periods

every day of at least one unit permitted a more longitudinal
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view of events in the same class setting, allowing the
researcher to see how experiences in each class session
followed those of the day before and foreshadowed those of
the next.
At the conclusion of these initial observations,
additional class periods were observed two to three days
weekly for the remainder of Bonnie's student teaching.

The

days and times of these observations were determined by data
collection needs in the course of "theoretical sampling" of
events.

Therefore, classes were observed for such reasons as

their newness to Bonnie's schedule, the amount of time since
the previous observation of a particular group, the
uniqueness of a method to be used in a class, problems
occurring with students or content in a particular class,
etc.

This additional phase of observation was included on

the basis of data collection experiences during the pilot
study, where it was found that, although considerable data
on the student teacher's stance negotiation was obtained
during initial observations, periodic observations and
interviews held at least weekly through the remainder of the
semester made it possible to monitor the stability of and/or
changes in the student teacher's stance occurring at later
points in her practicum experiences.
During all observational visits, the researcher
attempted to observe and note events having the most
relevance to teacher stance.

Therefore, emphasis was placed
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on viewing the participants' interactions with students, the
methods they used, the content they stressed, and the nature
of their interactions with one another.

The schedule of

observations for this study, displaying the dates and class
periods observed, is shown in Figure 3.

Shown below, in

Figure 2, is the schedule by which Bonnie was phased into
Donna's teaching load, since this schedule was a necessary
consideration in the selection of observations.

HEEE BEGINNING
1/25 2/1 2/8 2/15 2/22 2/29 3/7 3/14 3/21 3/28 4/5 4/12 4/19 4/26
--------------------

PERIOD 1:
PERIOD 2:

FLASHING PERIOD

PERIOD 3:

-----------------------------------

PERIOD 4:

-----------------------------------

PERIOD 5:

-----------------------

PERIOD 6:

LUNCH

PERIOD 7:

-----------------------------------

PERIOD 8:

-----------

Figure 2: Bonnie's "Phasing In" Schedule
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. . . . . . . . . . . . . . . . . PIRIODS. . . . . . . . . . . . . . . . . .
1ST
2BD
310
4TB
STB
STB
7TB
STB
FIB
FIB
FIB
FIB
FIB
FIB
FIB
FIB
FIB
FIB
FIB
FIB
FIB
FIB
FIB
FIB
MU
MM
MU
MM
MU
MU
MU
MM
MU
MU
MU
MU
MU
UR
UR
UR
UR
UR
UR
UR
UR
UR
UR
UR

3
9
10
11
12
15
IS
17
18
19
22
23
24
25
26
29
1
4
7
8
9
10
11
14
15
IS
17
21
23
4
6
7
11
13
15
18
20
21
25
27

Figure
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Journal Keeping

In order to maximize access to the experiences of the
student teacher in the proposed study, particularly during
those times the researcher was not in the field, Bonnie was
asked to keep a reflective journal.

A strategy found in a

number of other studies on teacher thinking, journal keeping
to provide useful personal documents for research of
teachers' thinking has been carefully described and defended
elsewhere (Yinger and Clark, 1981 & 1985).

Based on the

approach to journal writing offered in these sources, the
student teacher was asked to make daily entries in her
journal.

These entries consisted of two parts: reports of

daily events and reflections on those events.

In parti

cular, Bonnie was asked to describe and reflect on lesson
planning and then to describe and react to events after
planned lessons were actually taught.

During the pilot

study, a set of instructions and guidelines for the journal
keeping were developed and refined (see appendix).

The

researcher visited Bonnie at Jefferson Junior High on the
second day of her student teaching placement (January 26th)
and reviewed these instructions with her until she felt
comfortable with the format for the journal.

She then kept

the instructions and used them to guide her daily journal
writing.
The journal keeping method of data collection helped to
provide access to Bonnie's thought processes in the
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preactive and postactive phases of teaching, phases
otherwise difficult to observe.

Bonnie's entries began with

her account of her very first day in her student teaching
placement and ended with her account of her final day.

To

illustrate the format of the journal, sample pages are shown
in the appendix.
The researcher read Bonnie's journal entries during
site visits.

Excerpts were sometimes recorded in field

notes to explore in future interviews or to compare with
other data sources.

Occasionally, the researcher wrote

comments or questions to Bonnie in her journal to seek
expansion or clarification of an issue, or to provide
reinforcement for maintaining the daily journal keeping
activity.

At the conclusion of the student teaching, the

entire journal became part of the collected data of the
study.

interviews
Interviews of participants is perhaps the most commonly
found approach to the study of teachers' implicit theories
and practical knowledge.

The perspective on interviewing

used in this research, compatible with the study's
naturalistic design and with the constant comparative method
(Glaser and Strauss, 1967) used for data analysis, was drawn
from Douglas' conception of "creative interviewing" and
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supplemented by the similar guidance for "qualitative
interviewing" provided by Patton (1980). This perspective on
interviewing emphasizes the importance of understanding the
participants' point of view and interrelates the processes
of data collection and analysis.

For example, Douglas

emphasizes a "low profile" for the interviewer, who engages
in a search for both confirming and disconfirming evidence
for findings and conducts continuous sampling and analysis
until no new data about the phenomenon are being found
(Douglas 1985).

This approach to interviewing focuses

on eliciting the perspective of the participant in that
person's own language, while also providing safeguards
against aspects of evidentiary inadequacy.
Congruent with this inductive approach to the
collection of interview data, the number and length of
interviews, the precise nature of what was to be explored
within them, and when they were scheduled were not
predetermined, but depended on factors within the processes
of data collection and data analysis.
on open-ended interviewing.

Emphasis was placed

The foci for the interviews

were dervied, not only from the initial conception of stance
provided here, but also from the nature of the data
collected with other methods or in prior interviews.
The pilot study revealed that two general types of
interview procedures are productive in a naturalistic study
of teacher stance.

The first is an informal conversational
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interview, which is a short, impromptu, and open-ended
discussion held during or in close proximity to ongoing
classroom events, initiated by the researcher fir participant
via a comment or question related to immediate events which
is relevant to the research focus.

Accounts of these

conversational interviews, due to their impromptu nature,
could seldom be recorded on tape but, due to their brevity,
could be successfully recounted in carefully kept field
notes.
The second type of interview that was refined during
the pilot study is an informal interview occurring between
the researcher and one participant at a specified time
during the day when the interview can be conducted privately
and over the course of a full class period.
interviews were conducted in this study.

Twelve such

Nine of these

interviews were with Bonnie and three were with Donna.
The researcher's experiences during the pilot study
with conducting interviews within limited time periods in
the midst of busy school days proved the following technique
to be the most productive.

Unless the participant began the

interview by introducing a topic for discussion, the
researcher introduced the initial focus by describing some
aspect of the data recently collected and then asking the
participant to talk about those events and to explore the
thinking/feeling processes related to them.

At this point

in the interview, the researcher assumed the role of a
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nondirective facilitator, maintaining that role until a need
arose to ask a specific question or make comments which
would lead the participant to clarify or expand on her
comments.

Discussion of the topic continued until the

participant said all that she had to say on the topic or
redirected the discussion to another topic.

If the

participant did not re-direct the discussion, then, when a
topic was exhausted, the researcher introduced another
relevant aspect of data for discussion, etc.
A tentative list of topics was formulated in advance of
each interview, after reflection on the data collected thus
far and on events recently observed, with those data seeming
to hold the greatest implications for the concept of stance
chosen for discussion.

The interview topics were thus

either directly introduced by the participant or drawn from
her "language of practice" sampled through prior data
collection.

The exploration of the topics then became as

collaborative as possible and focused on the participant's
own language and perspective.
These interviews served as means to both data
collection and collaborative data analysis.

Much of the

interview content involved topics intended to provide for
the collection of relevant new data or to extend and clarify
existing data.
analysis,

However, the interviews also involved data

in such instances, the researcher began the

conversation with a tentative interpretation of previously
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collected data, and then invited the participant to explore
the emerging conclusions and to engage in a collaborative
search for the most accurate analysis possible of observed
events.

The interviews thus served several purposes:

- the collection of new data
- the clarification/extension of prior data
- the confirmation of prior data interpretation
- the disconfirmation of prior data interpretation

interrelated Nature szL Pat a Collection Methods
During the research, data from the three sources (field
notes, interviews, and journal entries) were reviewed daily
and cross-references often noted to guide further data
collection and analysis, as well as to search for confirming
and disconfirming data.

Data gathered with one method

(e.g., observation) often provided direction for subsequent
collection of data with one of the other methods (e.g.,
interview). Figure 4 depicts the use of these methods over
the course of the research and Figure 5 illustrates their
triangulated nature.
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FIELD NOTES

GROUNDED
INTERPRETATION
OF STANCE

STUDENT
TEACHER
JOURNAL

INTERVIEUS

Figure 5.: The Triangulation of Data
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DATA ANALYSIS
A well-accepted framework for being deliberative in the
analysis of data collected during naturalistic inquiry is
provided by Glaser and Strauss (1967) in the "constant
comparative method" of their grounded theory approach to
research.

Constant comparative method is these authors'

approach to the qualitative analysis of data for formulation
of grounded interpretations.

The method includes safeguards

against evidentiary inadequacy by providing means for
helping the researcher call things by their right names and
establish sufficient support for interpretations.
Constant comparative method proceeds in four stages:
(1) comparing incidents applicable to each category
(2) integrating categories and their properties
(3) delimiting the interpretation
(4) writing the interpretation
These stages progress in "a continuously growing process;"
each stage evolves into the next, incorporating the previous
operations, so that earlier stages remain in use throughout
the study (see Figure 6).

Taken together, these stages move

the research toward a careful delimiting of concepts and
saturation of categories (see Glaser and Strauss, pp. 101115).
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STEP 1
COMPARING
INCIDENTS

STEP 2
INTEGRATING
CATEGORIES

STEP 3
DELIMITING
INTERPRETATION

STEP 4
WRITING
INTERPRETATION

Figure £: Constant Comparative Method of

Qualitative Analysis
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In the application of this method to the data from this
study, the first stage, comparing incidents applicable to
each category, involved coding data into an initial set of
categories relevant to the research focus.

Transcripts of

interviews, my field notes, and Bonnie's journal comprised
the data which were coded.

Coding was accomplished by

simple notations in margins of protocols using abbreviations
of category labels (see appendix for examples of category
codes and coded data). When an incident was coded, it was
compared to previous incidents in the same category.

By

this method, the appropriateness of the coding of that
instance was aided, as well as an enhanced understanding
provided of the properties of the category in which it was
coded.
As Glaser and Strauss suggest, the process of coding
included thinking "in terms of the full range of types of
continua of the category, its dimensions, the conditions
under which it is pronounced or minimized, its major
consequences, its relation to other categories, and its
other properties" (Glaser and Strauss, 1967, p. 106).
Throughout this process, the researcher wrote "memos" as
needed, which are notes written, often directly on field
notes or protocols, that recorded the properties of and
ideas about the category which were beginning to emerge.
These reflections on the data aided in the process of data
analysis.
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For the purposes of facilitating this initial stage of
data analysis, categories were first identified which relate
to the major aspects of teaching toward which a teacher
could be expected to formulate a perspective and develop a
stance.

Oberg (1986), in developing a framework for the use

of Kellyan personal construct theory as a basis for research
into teacher professional development, found through a
review of the literature on teacher thinking and through a
pilot study for her own research that a revised version of
Schwab's "commonplaces" seemed to capture the key elements
of the educational setting perceived by teachers.

The

revised list included (1) teacher role: "characteristic ways
of acting in relation to learners and in the context of the
school," (2) learners: the students with whom the teacher
interacts, (3) learning: focusing on "interaction between
teacher and learner" and "referring to processes teachers
attempt to engender in students," (4) subject matter:
materials and methods related to the content area, and
(5) schooling: the aspect of Schwab's "milieu" category most
immediate to the teacher and that provides many of the
constraints and expectations for practice (Oberg, 1986, pp.
58-59).
Oberg observed, "This modified set of elements,
although conceptually not as elegant as the four
commonplaces, seemed to represent more accurately the focal
points of practice for the teacher."

They seemed to permit
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teachers "to use their own language to describe the unique
attributions each placed on the key features of their
individual classroom practice" (Oberg, 1986, p. 59).
The pilot study for this research indicated that these
elements, with one exception, provided a useful tool for the
initial categorization of data, helping to guide the coding
of incidents and facilitating the formation of further
categories based on the participants' own unique "language
of practice" and ways of perceiving these elements.
Experiences in the pilot study led, however, to the
modification of one of Oberg's elements for use in this
research.

The category of "schooling" was changed to

"student teaching," since data related to the former
occurred only rarely in the pilot study, while data related
to the milieu of student teaching were quite prevalent.
"Student teaching" seemed to be the most salient aspect of
milieu for participants in a practicum context and therefore
was used instead of Oberg's "schooling" category.
The earliest phase of constant comparison in this study
involved categorizing incidents in the data into one or more
of the five elements of teaching, using the following
notations:
TR = Teacher role
LR = Learner
LG = Learning
SM = Subject Matter
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ST = Student teaching
The pilot study revealed that once initial coding was
accomplished, further coding served to illuminate the
participants' stances on these elements of teaching by using
the participants' own language and behavior to guide
category choices.

Therefore, following the initial

categorization, the data sets were analyzed to determine
categories which could be created to reflect, as accurately
as possible, Bonnie's (or, where applicable, Donna's)
perspective on each of the elements of teaching and the
stance taken toward it.

For example, incidents coded SM

(Subject Matter) were further analyzed and compared, and a
set of sub-categories developed based on Bonnie's "language
of practice."

As many sub-categories as possible were

developed in order to reflect the full range of incidents.
As incidents were compared and categories formed, data
analysis began to move into the next stage: integrating
categories and their properties.

As incidents were coded and

compared with others in the category, and memos written
about them, further incidents were compared, not just with
other incidents, but with an accumulating knowledge about
the category and its properties.

This process yielded a

more integrated view of the category. In this manner,
constant comparison "causes the accumulated knowledge
pertaining to a property of the category to readily start to
become integrated," eventually resulting in a more unified
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whole (Glaser and Strauss, 1967, p. 109).
The next stage of constant comparison that was pursued
was theoretical delimiting.

At this level of analysis,

modifications of categories became fewer and fewer as each
successive incident of a category was compared to its
properties.

Categories were interrelated and reduced,

comparing them with one another for uniformities and areas
of relatedness, and reducing them, where appropriate, to a
smaller number of higher-order categories.

A smaller list

of generalized but highly relevant categories then existed
for the collection and coding of further incidents. A
further delimiting occurred when a category became
"theoretically saturated," that is, when a category became
so "full" of incidents that subsequent incidents no longer
revealed new aspects of the category.

At this point,

incidents which added no modifying or discontinuing
information were not recorded or coded.
This third stage of data analysis is exemplified by
the evolution of the "methods" subcategory of "subject
matter."

Early in the research, a number of different

methods categories were formulated as Bonnie explored
various teaching strategies.

As data continued to be

collected, it was seen that these various methods could be
put into groups of related methods, thus reducing the number
of methods categories used.

For example, the use of written

review questions, puzzles, worksheets, and study guides
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could be seen as related strategies and combined into a
broader category, with the predominant property being the
assignment of seatwork.

As the data collection and analysis

progressed still further, although there was continuing
occasional use of the strategies in this category, there
eventually was no new evidence of additional types or
variations of the strategies fitting this category nor any
new variations of the ways they were used, thus leading to a
saturation of this category.
In the last stage of the constant comparative method,
the researcher pursued a grounded interpretation of the
concept of stance in Bonnie's student teaching.

Coded data,

memos, and categories became the major themes for the
written interpretation of the concept.

Reworking of the

interpretation continued until the researcher was convinced
that it reflected the data as accurately as possible, "that
it (was) a reasonably accurate statement of the matters
studied, and that it (was) couched in a form that others
going into the same field could use" (Glaser and Strauss,
1967, p. 113).
Erickson (1986) suggests that a full and complete
report of fieldwork provides adequate summaries,
descriptions, and examples of data, adequate interpretive
commentary and theoretical discussion, and adequate informa
tion on the natural history of the study.

This chapter,

and those which follow, reflect an attempt to provide
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sufficient information on the data, its collection, its
analysis, and its interpretation to allow the reader to
function as ''coanalyst" and to judge the reasonableness of
the account of teacher stance which is herein reported.
The descriptions of Bonnie's stance toward the five
elements of teaching are accompanied by excerpts of and
references to the data from which the major themes were
drawn.

Figure 7 presents the key to data references.

Each

reference identifies the location of an incident in one of
the three data sets, and also indicates the date of the
incident (sample pages from each data set can be found in
the appendix). The data references signify the evidence
found in the participants' language of practice for the
grounded interpretations of stance which are presented in
the following chapters.

SUMMARY

This chapter has described the participants and setting
of the research and the methodology used for the study.
Procedures for data collection and analysis have been
described.

Chapters 4-6 present the grounded interpretation

of Bonnie's stance toward each of the elements of teaching
which resulted from the analysis of the data.

The final

chapter discusses the implications of the data and the
directions for future research suggested by this study.
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References to Interviews:
I (for "Interview") - Date of interview First initial of speaker (B=Bonnie, D=Donna, J=Jody)
and location of quote in transcript
Example: I-2/15-B54 = Comments made by Bonnie
during an interview on February 15th which are
located in transcript segment B54.

References to entries in Bonnie's journal:
J (for "Journal") and 1 or 2 to signify part one or
part two of daily entry - Date of entry Page number of entry in the journal
Example: J2-2/26-47 = Part 2 of Bonnie's daily
entry written February 26th on page 47 of her
journal.

References to field notes:
FN (for "Field Notes") - Date of observation Page number of observation in field journal
Example: FN-4/11-255 = Observation on page 255
of field journal recorded on April 11.

Figure 2: Key to Data References

113

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

CHAPTER PfflffiJ
BONNIE'S STANCE TOWARD SUBJECT HATTER

INTRODUCTION
This chapter describes the data related to Bonnie's
stance toward subject matter, one of the five elements of
teaching identified for use in interpreting Bonnie’s stances
during her student teaching semester.

The subject matter

category includes all references to materials and methods
related to teaching the social studies.

Bonnie's stances

toward the other elements are discussed in subsequent
chapters.

INITIAL STANCE IQHARQ SUBJECT HATTER
Bonnie's initial stance toward subject matter was most
clearly evidenced in the admiration she expressed for
certain kinds of content and methods selected and used by
former teachers.

Her early journal entires singled out

particular methods she watched Donna use during the initial
two weeks of student teaching, when her own role was
confined to observing and planning.
Bonnie's initial stance was not based on prior teaching
experience, although she reported "microteaching" a lesson
to a group of her peers in a general methods class.

She

described this experience as being "nothing like real
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teaching" (I-2/18-B97) because of artificial qualities in
the microteaching setting (I-2/18-B101-B106). She had one
field placement prior to student teaching, as part of a
class in general secondary methods, but this experience was
confined primarily to observation (I-2/18-B92 to B96). Her
initial stance toward subject matter, as well as toward the
other major elements of teaching, was therefore based on her
experiences as a student and on observations of other
teachers.
Bonnie's early references to subject matter focused on
methods more than content.

She indicated clear preferences

for certain approaches to teaching the social studies. She
first began to express these preferences in a chance
encounter in the education building on the University campus
on January 29th, the fifth day of her student teaching.
Bonnie said Donna had let her leave Jefferson to look for
resources and she had come to campus to find her social
studies methods professor.

She wanted to get copies of some

of the activities and games he had used in methods class
because she had liked them so well and wanted to use them
during her student teaching.

In particular, she mentioned a

moral reasoning activity she had liked (FN-1/29-4 to 5).
Bonnie's perspective on the activities used by her
methods professor was mentioned again on the researcher's
first day of observation at Jefferson.

While sitting in the

Teacher Planning Center during her preparation period,
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Bonnie had been leafing through her notes for her first
class.

She suddenly looked up from her notebook and began

talking about how much she liked the simulations which her
professor had used in social studies methods.

She said that

she was really "into" the games while they were going on and
that afterwards, when the activities were debriefed, she
realized how much she'd learned (FN-2/8-7).

A few days

later, she commented, "I just love simulations.

I could

spend the whole weekend learning how to play a new one" (FN2/12-50).
Bonnie also spoke of the methods of two other teachers
she admired.

She described a high school teacher who taught

the advanced placement course in world cultures which she
took.

She said that Mrs. Jones (fictitious name) was one of

the first teachers who led her to like the social studies.
She noted that Mrs. Jones "could be hard on you," because
she taught "more like in college," and expected students to
take lots of notes, but Bonnie said she had also used
projects and group activities that Bonnie and her classmates
had never experienced before.

The methods this teacher used

led Bonnie to remember her as a "good teacher" (FN-2/11-44
to 45).
The other teacher Bonnie described as influential for
her was a college history professor.

At the time she took

his course in History 1, she was an English major who took
the course "accidentally" because, she admitted candidly,
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"One of my friends was taking it and I needed a Core B
class" (I-3/1-B26).

However, the course was a turning point

for her, largely because of the professor's methods.

She

noted, "He's the one who really turned me on to social
studies...If I could be anything like him, I would" (FN2/11-34).
...he just made it so interesting. History was like a
story. I loved it...Then I remembered back in high
school. I was in this (social studies) class and this
class and this class, and I did well. I (realized),
this is what I like! Then I liked it even more. I got
more into it as I went. But that one history class...I
think he is solely responsible (for her decision to
major in social studies education)...He would come in
in a monk's suit one day and teach us. He had a candle
on his desk and a scroll. He had us all sitting on the
floor. He would teach us like they taught in Medieval
times. And that was just really dramatic (I-3/1-B26;
see also, FN-2/11-34 to 35).
Bonnie continued:
I just loved that class. I took him again for History
2. His tests were really hard, but I didn't care
because I liked, you just liked going to that class.
You never missed it. And he would get us into
discussions and things like that. Got you really
interested...I just thought, this is what I want to do
(I-3/1-B27; see also, FN-2/11-35).
Bonnie contrasted this experience with her feelings
about another social science professor, who "just literally
read" to the class:
He would read out of the book. It was like, I'm not
going to come to these classes and listen to someone
read out of the book. This is insulting to me. I can
do it myself. And so the only reason I ever went to
that class was to take the quizzes...I didn't like it.
I was interested in that material, but the way he
taught it, I didn't like it (I-3/1-B38).
During her first two weeks of student teaching, while
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she was observing Donna teach Civics and American History,
Bonnie made several references to methods in daily journal
entries:
Observing Donna teach was very beneficial for me.
It gave me a sense of direction for how to teach.
I think she has some really nice methods in her
teaching. For example, when she issued the (Civics)
text she didn’t jump right into the material; rather,
she let the students get a feel for the material.
Also, her method of reviewing (review games) was
quite pleasing to me (Jl-1/25-1).
I was really impressed with how well the valuing
lessons worked. The students participated to a great
extent. This is the type of thing that I would like
to do (Jl-1/27-3).
Today went by so fast. The highlight for me was
observing the eighth period gifted class discuss the
values situations. This was very interesting to see.
The student participation was tremendous...I also
liked it when third and fourth periods played Password
with their vocabulary words. I feel this is an
excellent way to reinforce vocabulary (Jl-1/28-4).
I enjoyed watching Gone With the Wind with the
American History classes. This is an excellent way to
get students interested in the material and to
reinforce what they already know (jl-2/1-6).
In addition to these references in her journal, the
field notes relate an additional impression of Bonnie’s
initial stance on subject matter.

As Bonnie and the

researcher watched the eighth period students present
reports on projects they had done for Donna, Bonnie pointed
out that she really liked what Donna had done with the
assignment.

She said she felt students learn so much by

doing projects without really being aware they're learning
(FN-2/9-19).
These data suggest that, at the beginning of her
118

R ep ro d u ced with p erm ission of th e copyright ow ner. Further reproduction prohibited w ithout p erm ission .

student teaching, Bonnie seemed to have a preference for
methods in which students are active participants and/or
which make the content interesting.

Among the approaches

which she singled out for comment were games, simulations,
values clarification, projects, role play, story-telling,
and class discussion.

She indicated that these were the

kinds of approaches she both admired in others and wanted to
use herself.
Conversely, Bonnie reacted quite negatively to her
experience with a professor who read to the class, saying
she was "insulted" by this approach and did not want to
"listen to someone read out of the book."

Bonnie seemed to

prefer that students have active rather than passive roles
in classroom activities, either through methods that engage
them in participation or invite their interest and
attention.

This was the initial stance toward subject

matter which she brought to her first planning and teaching
experiences in student teaching.

STANCE TOWARD SUBJECT MATTER DURING STUDENT TEACHING
Over the course of her student teaching, Bonnie's
stance negotiation was frequently focused on subject matter
concerns.

Her subject matter stance seemed to be directed

toward several major categories: content, methods, and the
implementation and evaluation of lessons.

Each of these
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categories of data was further subdivided to identify the
full range of Bonnie's language of practice relating to
subject matter.

As the data analysis progressed, the

integration of categories and the delimiting of the
interpretation revealed two major themes in Bonnie's
negotiation of stance toward subject matter.

Both themes

relate to the problem of, in Bonnie's own words, "knowing
what to say.”

This problem manifested itself in one way

during her planning as she made decisions regarding the
selection of methods for inclusion in her lessons.

This was

the problem of knowing what to say about the textbook
content, of finding what she believed to be appropriate
vehicles to convey that content.

The same problem took a

second form during the interactive phase of teaching, when
Bonnie struggled to know what to say in implementing the
methods she had chosen and in interacting with the students
in the class.

Knotting WhAt ££ ,S.aY In Planning
Bonnie’s struggle to know what to say in planning
tended to focus on the selection of methods which would
convey the content, yet also be congruent with her initial
stance toward social studies teaching.
content seemed much less problematic.

The selection of
She was given the

Civics textbook when she arrived at her student teaching
placement, and she assumed her job was to pick up in the
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text where Donna left off and to acquaint students with the
material in subsequent chapters.

Because she felt she had

to stick closely to the scope and sequence of content in the
book, Bonnie's planning decisions centered on choosing and
designing the activities which would carry the pre-selected
content.
Bonnie seemed to encounter little difficulty in
planning for her first lessons.

If anything, she

"overplanned," putting in more detail than Donna felt was
necessary (Jl-2/3-7).

According to Bonnie, "I guess I just

wrote everything I thought about" (Jl-2/3-7).

Her journal

account of her plans for her first day of teaching includes
the following:
I plan to begin with an outline of the material to be
covered today. Next I plan to explain the chapter in
relation to the last chapter. I plan to go over the
vocabulary words and announce a quiz on Wednesday. My
next objective is to read through the text material on
what all governments do and discuss this in depth with
the students. My last objective is for students to
complete an activity sheet wich requires them to
classify examples of government activities under
functions of governments that we will have just
discussed (J2-2/5-14).
Her journal entry also methodically lists the reasons she
had planned the lesson this way:
The outline that I have planned is to organize and
summarize the content to be covered for the day.
I also felt that it would be a good thing to refer
back to this outline while discussing the material
so I could point out the relevance of the material
to the overall plan.
Relating the chapter to the chapter before is
important to me because I feel students learn
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better if they can relate new material to
previously learned material.
Vocabulary is an important part of my plans also
because it gives students a reference point to relate
more abstract concepts to.
The reading and discussion of the material is the
body of the lesson plan. My goal with this is to
develop ideas around the main points.
The purpose of the activity sheet is for the
reinforcement of the material.
In this first lesson, Bonnie had provided for both the
covering of content in an expository manner, and also for
the kind of "hands-on" student activity (the government
functions sheet) which her initial subject matter stance led
her to prefer.

It was the implementation of this very first

lesson which began Bonnie's struggle to negotiate a stance
toward the translation of content for teaching.
As Bonnie taught her first Civics classes, she found
she did not have time before the classes ended to use her
government functions activity.

As she reflected on her

first day, she noted, "I feel that the students are bored
with the material at times so I am going to get them more
actively involved in their learning.

I will try to involve

them in more hands-on activities" (Jl-2/8-15).

She planned

to begin her classes the next day with the government
functions activity omitted from the previous day.
She related her reactions to her second day's teaching
in her journal:
Today I started the first class and second class
feeling very confident. However, I felt like I
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had to rush through my lesson because I wasn't getting
what I wanted done in the time I had.
I feel that the activity (classification of government
functions) which I started with in class had good
points and bad points. The good points were that it
required them to do some actual thinking... They had to
make a choice and reason out why they made the choice.
This is a great asset. However, the activity took a
great amount of time which should have been devoted to
today's material (Jl-2/9-17).
At this point, Bonnie's stance toward the selection and
use of methods seemed to be entering a phase of re
negotiation.

She preferred activities which were "hands-

on,'' which got students thinking and actively involved.
Yet, as she related in her plans for her first day, "The
reading and discussion of the material is the body of the
lesson plan" (J2-2/5-13). With her first teaching
experiences, Bonnie seemed to be constructing a view of
subject matter which polarized content and methods.

On the

one hand, there were certain kinds of methods she preferred
and wanted to use.

Her observations of students while she

was teaching reinforced this preference because she felt
they became bored with the material if they were not
actively involved.

On the other hand, she felt a need to

get through each day's content and seemed to see this as a
different task than the use of the methods she preferred.
Activities such as the government functions classification
may be a "great asset," but, she felt, they take up time
needed to cover content.
Covering content and involving students became
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dichotomized in Bonnie's perspective on subject matter.

In

planning, it seemed to Bonnie, you could pursue one only at
the expense of the other.
there was "the lesson."

There were "activities" and then
Activities could motivate,

introduce, and reinforce, but somehow they were not the same
as "the lesson."

While Bonnie never quite gave up on the

possibility that somewhere there were methods which would
allow her to both cover content and engage the students, her
negotiation of stance toward subject matter was
characterized by questioning, frustration, and compromise.
Bonnie's selection of methods soon fell into a routine.
Her teaching was dominated by what she called "lecture/
discussion," with occasional use of other types of methods.
For Bonnie, lecture/discussion involved some combination of
the following: putting notes on the board for students to
copy (usually consisting of content outlines and new
vocabulary words with their definitions), having the
students read from the textbook, summarizing and explaining
textbook content, and questioning students to review the
material.

Figure 8 presents a summary of Bonnie's actions

during one lesson and provides and example of the
progression of behaviors which typically comprised Bonnie's
"lecture/discussion" method.
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1. Takes roll2. Has students open books3. Checks a student's notes to see where they stopped last
class4. Summarizes material covered in lecture yesterday5. Puts outline of today's content on board6. Asks students questions to review yesterday's content7. Asks a student to begin reading from text8. Explains and summarizes passage read by student9. Adds to outline on board10. Explains board notes11. Has another student read12. Puts definition of a vocabulary term on board13. Has student give definition in their own words14. Explains word, gives examples15. Has another student read16 . Summarizes17. Adds new topic to outline on board18. Asks student to give examples; gives clues until correct
example is given19. Asks for second example20. Questions and explains21. Adds to outline on board22. Questions and explains23. Has another student read24. Asks students to recall information from reading25. Explains content26. Puts definition of another term on board27. Has student give definition in their own words28. Explains and summarizes29. Asks another student to read30. Explains and summarizes31. Asks student to define a vocabulary term32. Expands on student's definition33. Puts definition on board34. Explains definition35. Has another student read36. Explains and summarizes37. Has another student read38. Adds to outline on board39. Checks students' notes40. Tells students what material will be covered tomorrow41. Dismisses students at bell.

Figure &: The Progression of a Typical Lecture/Discussion
Lesson Taught by Bonnie (Source: 3rd Period
Civics, FN-3/14-206-211)
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Early in the semester, Bonnie enumerated various
reasons for planning her lessons around lecture/discussion
method:
- the board notes provide an outline which allow them
to relate material to the overall plan and helps
organize the content for the students (J2-2/5-14
and J2-2/8-16).
- overviewing and reviewing the material helps
students relate new material to previously
covered material, provides reinforcement, and
helps give them a sense of "the big picture"
(J2-2/5-14 and J2-2/8-16).
- introducing new vocabulary terms gives students
a reference point to which they can relate concepts
(J2-2/5-14).
- reading and discussion ("the body of the lesson
plan") help "develop ideas around the main points,"
help develop main concepts, and aid students
with reading and speaking skills (J2-2/5-14 and
J2-2/8-16).
These lists of reasons for planning a lecture/
discussion lesson soon disappeared from the part of Bonnie'
daily journal entry in which she explained why she had
planned as she did and what she was thinking while planning
Instead, she created a type of shorthand in her journal
through which she referred to this method

as "actual

instruction" (J2-2/12-25), as "just going

on with" or

"continuing" the text material (J2-2/23-39,40 and J2-3/1474), as "getting through the material" (J2-2/25-44 and J23/7-61), or as "part of the ongoing material in the book"
(J2-3/4-57).

Finally, she said simply that plans such as

these, relying mainly on lecture/discussion,
ordinary days of teaching" (J2-3/14-74).

"displaythe

As she noted on
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March 18th, "All of these plans are in carrying on with the
textbook material. I haven't planned anything out of the
ordinary here” (J2-3/18-84).

Lecture/discussion was the

most frequently found method in Bonnie's planning.
Bonnie was not satisfied with this situation, however.
Throughout the semester, she experienced a tension between
getting through the content on these "ordinary days" and
being more congruent with her initial stance.

Simply

perfecting the lecture/discussion method was not enough:
Today went so much better. I was a lot more confident
because I spent more time planning for and preparing
for this lesson. The only thing that really bothered
me today was the fact that I...lectured the whole time.
I wish another teaching method would fit this content
and age group, but I can’t find one (Jl-2/12-25).
Bonnie put pressure on herself to cover content
thoroughly ("I'd like to get through the material, but that
puts a lot of pressure on you...You have to get through this
material" 1-2/24-40).

Getting through the material was a

task which seemed to Bonnie to require lecture/discussion,
but she also felt that this was "boring" (I-2/15-B54, FN2/9-22).

She noted, "I'd much rather use a simulation or

something" (I-2/15-B4).

As Bonnie planned a lecture/

discussion lesson, she wrote in her journal:
When I did this plan I seemed to just be doing routine
planning. I didn't include any activities because I
haven’t found any. I really do think an activity is
needed here to give "hands-on" experience to the
students, but I haven't come up with one yet (J2-2/2238).
Bonnie's lessons were not turning out the way her initial
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stance implied they should:
I wanted it to be, "OK, this is a different way of
teaching this, and I want to do this." You know?
X wanted to use all of the different techniques that
X learned and see which one works the best. X really
don't think lecture does, but that's what I'm doing.
And I don't know why. I just don't see any other way
(I-2/18-B52).
Bonnie's difficulty with finding or planning a method
that would cover the content, but not depend on lecture/
discussion, led to a continuing struggle to find activities
which she could insert into or between teaching's "ordinary
days" (FN-2/15-73).

Almost always, this meant she used what

she called an "activity" on a Friday (a day when it was
particularly hard to hold students’ attention and which
Donna had often used games) or to introduce or reinforce a
lecture/discussion lesson.

For example, the day after she

wrote the above entry in her journal, she planned an
activity which would go along with the day's lecture/
discussion,

it required the students to classify things

Congress can and cannot do.

She noted in her journal:

While I was planning this lesson I felt that I needed
to include a "hands-on" activity for the students.
Hopefully, this will not only reinforce their knowledge
but also it will give them a break from the everyday
lecture/discussion. The rest is just going on with
the material (J2-2/23-41).
As she had experienced with the first such activity she
had used, allowing time for "hands-on" experience meant
there was less time for new content ("They take up so much
time" - FN-2/9-22).

In describing in her journal the day on
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which she used the classification activity, she reported, "I
remember really feeling like, oh gosh, I am so far behind in
this chapter than what I had planned" (Jl-2/24-42). This
feeling of falling behind carried over into the next day,
when she reported, "I got a tiny bit frustrated when I
noticed the short amount of material I had covered in
classes" (Jl-2/25-44).

Her planning reverted back to

exclusive reliance on lecture/discussion:
While planning this lesson I was thinking about not
only getting through the material but doing a thorough
job of it (J2-2/25-45).
All that I am feeling now is that we need to finish
this chapter (J2-2/26-47).
Reviewing the week, she said, "...it didn't seem like we
were getting through the material fast enough" (J-2/27&2848&49).

The next week had just begun when Bonnie once more

began to feel pressure to "give them (students) a break from
lecture/discussion" (J2-2/29-51).

She accomplished this,

once more, by inserting activities —

some seatwork one day,

a review game another, and, on Friday, a town meeting role
play for her Civics classes that she designed herself.
Bonnie considered the role play a special achievement.
It had taken her some time to plan and was quite detailed.
It involved the students in pretending they were citizens of
a small town.

Each student belonged to a particular group

of citizens: workers or management in the town's major
industry (a paper mill which utilized the area's lumber), or
a local conservation group.

A town meeting had been called
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to discuss the problem of increased pollution produced by
the mill.

One student role played the district's

congressman, who was attending the meeting to hear each
group's argument.

The role play resulted in lively debate

between and among the various groups and with the
"congressman."

Bonnie had planned the role play to coincide

with textbook material on the role of special interest
groups in government.
Bonnie recorded in her journal her reactions to
Friday’s activity:
I really enjoyed today. It was good to see students
interested in the subject matter, although I don't
think they knew they were!...It got even better as
the day progressed and Donna used it with 8th
period. I felt good about today and it makes me want
to try different things in the future (Jl-3/4-56).
Friday, I will say that I went beyond feeling
confident; I actually felt proud. I felt as if I had
achieved something great...I felt it was my biggest
accomplishment so far (J-3/5&3/6-58).
Bonnie and the researcher discussed the role play and her
reactions to it in an interview (1-3/8-J23-B24):
J23:

....I watched you do it (the role play) fourth
(period) and that class was really involved.

B23:

Yea!

J24: They were pointing their fingers at each other
and involved in the roles. You mentioned in your
journal you really felt proud about that, that it
worked.
B24:

Yea, because I did it on my own. I didn't get it
out of the books or anything. I don't know, when
you do something like that, you feel like,
'Hooray!•
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Following the use of the role play, the cycle of
struggling to know what to plan continued.

On Monday, she

wrote, "These plans were put together in an effort to get
through the book material.

I haven't planned any activities

because I haven't found any that would fit" (J2-3/7-61).
By the end of the semester, the cycle was quite pronounced.
Bonnie would become discouraged with lecture/discussion and
try to find an activity to insert in a lesson (a review game,
activity sheet, short discovery or inquiry lesson) or plan a
major activity for a Friday.
There were three major Friday activities during the
semester which required particularly detailed and timeconsuming planning.

One was the role play just described.

The other two were commercially produced simulations (War or
Peace and BaFa BaFa). Another social studies teacher at
Jefferson helped Bonnie learn the War or Peace simulation.
It involved students in role playing countries which had the
choice of going to war or negotiating alliances in a
struggle to win the most points.

While she wasn't sure if

it fit the content she was teaching in Civics at the time,
Bonnie felt the simulation could be "very useful" because it
gave students a break from lecture/discussion ("When I
planned this, I was thinking how can I use another method
besides lecture?"),

she also noted that it gave students an

opportunity to have fun yet still be involved with social
studies concepts (Jl-2/18-32, J2-2/18-33).
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Bonnie had used BaFa BaFa while in college.

When the

history classes were covering immigration to the United
States at the turn of the century, Bonnie thought BaFa BaFa,
which requires students to assume characteristics of an
unfamiliar culture and then try to communicate and trade
with a different but equally strange culture, would help
students understand the difficulties immigrants faced when
suddenly confronted with the unfamiliar American culture
(J2-3/17-80).
The pressure Bonnie put on herself to alter her
lecture/discussion method in some way, or to supplement it
with activities, kept re-appearing in her journal:
In my planning I have not allowed for many activities.
I think this is because I haven't had time to think of
any. I have been swamped lately...However over this
break (Spring Break) I plan to get my creative mind
back to work! I hope to come up with some fun
activities or even just some activities. My planning
has been very dry lately, including only discussion
and reading (J2-3/25-88).
After the Spring Break, however, Bonnie found herself
still relying on lecture/discussion:
Today I felt very uncomfortable teaching. I felt...
like all of the students were very bored. This just
makes me feel that I should do more to motivate them.
I don't feel it is a failure on their part but on
mine. It may be partly because we had Spring Break,
but also they are very used to reading all the time.
I'm going to try real hard to get away from that a
little (Jl-4/4-89).
Bonnie identified lack of time as part of the problem in
finding additional methods or activities, and also cited the
large number of tasks she had to complete and the need for
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better time management.
B12:

...I'm constantly thinking, "Well, I'd better
run down here and see what audio-visuals they
have, or what kind of activity ties in." Plus,
you have your grading to do - to get these
(tests and assignments) back (to students)
without losing them - have everything organized,
you know...

J13: So it takes a lot more time and requires you to
be a lot more organized than you expected?
B13:

Oh, yea...I mean, it just overwhelms...because
you just find yourself swamped with these things
to do. Plus there is the lesson plan, and what
you're doing today, and what's going on in the
world. (I-2/15-B12-B13)

Lack of time was coupled with and exacerbated the
problem of conceptualizing appropriate activities.

"It's so

hard to concentrate on what's going on now and also think
about what's going to happen next week" (FN-2/11-34). But
time was not the only issue.

Bonnie felt that few "good"

activities were readily available (thus her frequent
references to not being able to "find any").

Once

activities were found, they had to be adapted to fit her
needs and objectives.

As Bonnie related in an interview (I-

3/8-B97-B99):
B97:

...I get tired so much that I think, "Well, I'll
think about that tomorrow." Then I forget about
it. And you have something else to concentrate
on, something new coming in, like I had all those
papers to grade over the weekend. That would
have been a perfect time for (planning) an
activity.

J98:

But you graded papers instead.

B98: Yea, they take a long time, too.
J99:

So you feel that you don't have the resources,
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either within yourself or elsewhere, to use for
those activities. Time, the resource of time,
that is the biggest problem?
B99: No. I don’t know. There isn't a lot of - there
are a lot of books and stuff she (Donna) has, but
you still have to take those and make them into
something. There’s not any good - I think
there's not any good activities that you can just
pick up and say, "Hey, this would be a good
activity.”
As a result of Bonnie's struggle, the problem of
knowing what to say while planning so that she both covered
content and engaged the students in interesting activities
continued into the final weeks of her student teaching.

The

problem was never fully resolved, leaving her stance toward
this aspect of subject matter in a state of flux.

Her

compromise strategy of inserting activities when she began
to feel particular pressure to do something besides
lecture/discussion became part of a cyclical pattern
characterized by frustration with lecture/discussion, a
search for an activity (coupled with frustration over the
lack of time to plan one and how difficult it was to find
one), insertion of activities in "ordinary" lessons or on
Friday, concern over lack of time for content, return to
lecture/discussion, frustration with lecture/discussion,
etc.

Figure 9 displays the major categories of methods used

by Bonnie over the course of her student teaching and
illustrates the dominance of lecture/discussion and the
periodic use of other activities.
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Knowing Hlmt to SaY while
Once Bonnie had the day's lesson planned, she faced
another dilemma: learning what to say during interactive
teaching so that content was effectively communicated to
students and lesson plans were efficiently implemented.
Bonnie's stance negotiation surrounding the problem of
knowing what to say while teaching tended to focus on the
themes of keeping the lesson "smooth" and "flowing,"
qualities which she seemed to value significantly in the
implementation of her plans.

Anything which caused her to

not know what to say or interrupted her train of thought
tended to preclude these qualities from being present in the
lesson, at least temporarily, and to cause her to be
displeased with the way the lesson went.

When a lesson went

well in Bonnie's estimation, as many did, she was quite
likely to focus her satisfaction on the fact that the lesson
went "smoothly" or "flowed" well.
The first indication that these qualities were
important to Bonnie came in her account of her interactions
with students before she began teaching textbook content.
On February 5th, Bonnie introduced herself to the Civics
classes she was about to begin teaching (third, fourth, and
seventh periods), explained the classroom procedures she
would follow, and had the students tell about themselves so
that she could begin to get better acquainted with them.
Among her reflections on the day were the comments, "I feel
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that classes went pretty smooth today. I followed my lesson
plan exactly."

She noted that third period differed from

her other classes in size and the ability level of the
students, and, although they didn't seem as receptive to her
get-acquainted activities, "the other two classes went very
smooth" (Jl-2/5-13).

As can be seen in the following

excerpts from Bonnie's journal, some version of the themes
"smoothness" and "flow" were frequently cited in her daily
reflections on her classes.
I lost my flow (J2-2/8-16).
I felt this class went a lot smoother (Jl-2/10-20).
I want to take my time tomorrow and not rush through so
it will flow together...I need to feel comfortable and
relaxed so the class will flow steadier (J2-2/10-21).
Seventh period went much better. I still didn't feel
confident but the class went smoother (Jl-2/12-24).
Today my lessons did not flow together very well... I
remember my lecture as having a lot of pauses (J2-2/1527).
Then she (Donna) began giving me some helpful hints for
the test. It helped the next class to go more smoothly
(Jl-3/15-75).
...things were running smoothly the whole day (Jl-3/1779).
I felt very confident about the materials and my
presentation, especially with 1st period. The words
just seemed to flow (Jl-3/24-85).
...things started flowing together and ended up pretty
good (Jl-4/6-95,96).
Today went pretty smooth (Jl-4/7-98).
Even 8th period ran smoothly (Jl-4/20-117).

137

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

...the lessons seemed to flow together (Jl-4/21-119).
Later in the semester, after this pattern had become
quite pronounced, the researcher asked Bonnie to help
interpret it in an interview.

Her response gives an

indication of her stance toward this aspect of subject
matter and the perspective on which it was based {1-4/6-J51B53) :
J51:

...It seemed important to you, even from the very
first day, that things go smoothly, that your
lessons flow smoothly. And words like "flow" and
"smooth" kept re-appearing in your journal and in
the things you said. That seemed to be something
that you valued in your lessons. Is that part of
the reason why you planned more in the beginning,
to try to create smooth flow?

B51:

Yea. I felt like, if I get up there and don't
know what I am doing, like one day I didn't,
I didn't know what to do, I just stood up there
...I just had this fear like you are just not
going to know what to do next. And it is going
to break it (the lesson) up so much that they
are going to - I think that once you lose their
(the students') total respect...if you stop like
that a lot, they are just not going to, they are
going to get bad signals. Plus, you are not
going to feel competent...

J52:

So in order to keep them with you, it is
important that there be a smooth flow?

B52:

And make you look like you know what you're
doing. To make them think, "Well, she’s a real
teacher."

J53:

...I noticed that when you would criticize
yourself - I haven't heard you say it so much
lately - but you were more likely to say, "Well,
this felt chopped up in little bits." You know,
"It seemed broken up into sections."

B53: Yea, I still feel like that if something is not
flowing right. I feel like I'm goofing up here,
you know. That is the place I do criticize myself
the most.
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The days when Bonnie was pleased with her
implementation of her plans were the occasions when things
were smooth and seemed to flow, and which made Bonnie feel,
“Somehow I just knew exactly what to say at the right times"
(J2-2/23-40). On other occasions, Bonnie found it difficult
to know what to say in order to keep her lesson flowing
smoothly.

After fourth period civics on February 16th, for

example, she reported that, even though she felt less
nervous than she had the previous day, she wasn't satisfied
with the lesson she had just taught.

She said she still

"struggled with what to say" at points and felt the lesson
wasn't as smooth as she'd like, that it seemed "chopped up
in little bits" (FN-2/16-80).
There were no simple explanations for why Bonnie
encountered problems with knowing what to say while
teaching. A variety of incidents seemed to have the capacity
to distract her interactive thinking in a way which caused
her to not know what to say to students. No sooner would
she construct an understanding of and take a stand on one of
these newly-encountered situations, thus enabling her to
deal with them to her satisfaction on subsequent occurences,
when she would encounter some other new incident which also
served to block her ability to know what to say.
The researcher's field notes record these incidents as
times when Bonnie's verbal and nonverbal language included
long pauses and indications that she was confused and
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uncertain.

At one point in a lesson, she actually stopped

talking, paused, then said, as if to herself, "Let's see,
what do I want to say?" (FN-2/16-79).
Bonnie began experiencing this problem, and trying to
share her thoughts and feelings about these episodes, as
early as her first day of actual teaching.

As recorded in

the field notes, she talked about it after her last class on
February 8th:
Bonnie came to the back of the room and sat down
beside me, laughing nervously. She made a couple
of comments related to the class; e.g., "not knowing
what to say," not being "able to get the words out,"
having so much going on in her mind and so much going
on in the class (questions from students, students
not being attentive, etc.). She alluded to the
difficulty of trying to concentrate on what she
wanted to say while noticing things like "a girl in
the back filing her nails" (FN-2/8-13).
Bonnie's journal provided additional glimpses into her
thinking on these occasions:
Seventh period got me flustered for awhile as they
asked me questions off the subject - some that I had
no answer to give them (J2-2/8-15).
I lost my flow. I felt like I wasn't doing anything
right. I can't explain this. Maybe it is because the
the students do not participate as much and I feel that
I may not be getting through (Jl-2/9-18).
Today my lessons did not flow together very well.
I feel that this is because of lack of command over the
subject matter. I know the major ideas behind the
material, but I am not too sharp on details and I was a
little shaky in my delivery. I remember my lecture as
having a lot of pauses. Student responses or questions
also had a part in interrupting the flow. Again I was
faced with some questions I had not considered before
this...However, today I didn't get so nervous about
it; I...tried to answer (Jl-2/16-28).
The entire time I was reviewing with students, I was
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full of thoughts. I thought, "I'm getting behind,"
"Who haven't I been calling on?" "Why don't they know
this?' (Jl-2/24-42).
I did lose my train of thought a few times in fourth
period. I think it was because I was at different
places with each of the classes and wasn't sure if I
had already said some things or not (Jl-2/29-50).
Two things stand out in my mind especially. First,
third period because I was really thrown off here. I
really believe it was due to Mike H. He usually pays
attention and stays involved, but today he seemed to
make fun of me and he seemed really bored and most of
that period I found myself wondering why he was acting
differently...The second thing that stands out in my
mind is 5th period. Today was my first day with this
class. I felt really nervous because I was unsure
how to teach the material. They seem to be a totally
different type of student than my other classes. They
are very reserved about talking out during class.
However, they really seem to know what the reading is
saying (Jl-3/7-59).
I got shaken up fourth period by the behavior of the
class...Fifth period still makes me feel shaky. I
think I am just not used to an attentive class (Jl-3/862) .

Seventh period went really well until the end - I began
getting confused about the process (of a bill becoming
a law). I really felt panicky, especially because Donna
was listening (Jl-3/10-68).
Third period didn't go so well either. I couldn't con
centrate. The students were bored. I felt very
frustrated (Jl-4/14-108).
My mind seemed to wander off the subject a lot. Donna
and I talked about possible causes and we decided that
maybe if she left the room more often it would help.
This made me feel a little better, but I had a little
trouble still. X really can't believe this happened
this week because I spent hours every night reading and
preparing for this material (Jl-4/15-112).
I defined judicial review and then read a little bit
with them the different cases. I had read through the
material, but when I was teaching it I had trouble
presenting it in an interesting way (Jl-4/19-115).
As evidenced in these journal excerpts, Bonnie seemed
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to be able to identify a variety of reasons for not knowing
what to say.

First, there was the problem of keeping track

of both what was going on in her mind and what was happening
in the classroom.

Sometimes she perceived unexpected

student behavior was a cause.

One form of this behavior was

unexpected questions or comments from the students.

She was

not always sure how to respond to such a situation which,
she said, "sometimes gets you off track" or "throws you off"
(I-2/15-B23).
Bonnie's journal indicates the problem could also take
the form of students seeming bored or inattentive at times
when she expected them to be interested and involved.
Conversely, when she got used to students in her Civics
classes being distracted or off-task, she encountered
difficulty knowing what to say to the American History
students who were unexpectedly attentive and quiet.
Bonnie's journal entries identified other situations
causing her to become confused as emanating from concerns
about content or lesson plans rather than distractions from
students.

Among these were feelings that she was

insufficiently prepared for class in some way.

She

mentioned not knowing enough detail about the content and
not knowing what to say to make it interesting or to most
effectively explain it.

In an interview rather early in the

semester, Bonnie explained that she was afraid to try to put
textbook content in her own words: "Because I'm always
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afraid I'm not going to say exactly what I should say" (I2/24-B2; see also, I-4/18-B8).

Sometimes she felt

comfortable with the content, but the problem was knowing
what to say to get the lesson started:
B100:

...I get real nervous about how I'm going to
start out...I don't know, it's like, OK, now
I have read through the material. I know it. I
I have written up notes about it, but how am I
actually going to get started, you know? (1-2/24B100).

On other occasions, she was at a loss to explain
what caused her to "lose her flow."

She seemed unable to

accurately predict those incidents which would give her
difficulty:
B103: ...I lose my train of thought a lot. I think I
am easily distracted when I'm not concentrating
real hard. Like when she (Donna) came up to talk
to me and said, "We are going to quit at 11:00
and then Jody's going to leave too." After she
said that, I was thinking about that and I was
forgetting completely where I was on the lesson.
I kind of struggled to see, "Where am I?" Today,
something like that could distract me, and then
on other days, it doesn't bother me at all.
Like, you know, Suzie (referring to a student
who lost her temper at a classmate during a
lesson), I was able to go on after that. I
don't know. I don't know how to determine what
is going to affect me.
J103: So you don't know what it is that will cause you
to lose your train of thought. And you never
know whether there is going to be something that
will?
B104: Right. (I-2/24-B103-B104)
The most marked incident of Bonnie's not knowing what
to say during interactive teaching occurred early in her
student teaching, on February 12th in a Civics class.

The
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field notes describing this class read, in part, as follows:
During her intro to the new material Bonnie seemed
nervous, kept saying "OK," finally said to class, "It's
Friday, please excuse me for being absent-minded."
Students read aloud. Bonnie commented between readings
to explain content. She experienced considerable
difficulty explaining the consequences of Congress'
having no power (according to Articles of
Confederation) to regulate trade between states.
She said, "I'm having a hard time explaining this,"
stopped and read silently in text, gave a brief
example, said "Let's go on to the next section."
...After class, Bonnie said, "Jody! What's wrong! I
couldn't get through that lecture. I just wanted to
stop, say I can't do this, and run out of here!"
...(Donna joined discussion) Bonnie said she thought
when she planned she was focusing on activities, but
not on what she was going to say...Donna told her to
do whatever she needed 5th period to "get herself
calmed down." she said this in a very sympathetic
tone. Said if she wanted to go get ready for 7th,
make a detailed outline, or whatever she needed to
feel ready she should feel free to do that. Bonnie,
still visibly shaken, said she thought she would go
work in the TPC. I told Bonnie I'd leave her alone
this period and we'd talk at lunch (FN-2/12-56-58).
Bonnie's journal also describes the incident:
I had a lot of trouble with my lecture. It was all I
could do to continue talking at some points. It was
just so frustrating. I would forget completely my line
of thought, and then I would look in the book and in my
notes and at the class but my mind was still blank. I
felt bad for myself and I felt bad for the students.
If I didn't even know what I wanted to say, how could
they know what I meant?...After fourth period I ran for
the bathroom and had a good long cry. It felt so good
to release all of that tension (Jl-2/12-24).
Bonnie seemed to believe that the cause of her problem
with this lesson had been in her planning, that is, in not
planning exactly what she was going to say (FN-2/12-59).
She had tried to convey the content extemporaneously, saying
"whatever came to mind" and then discovering that was hard
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to do: "I mean, when you get up there, you lose your
organization, your sense of organization" (I-2/15-B50).
Bonnie's

response to this incident (which occurred on

a Friday) was to try to plan more carefully by going over
the material thoroughly, preparing additional lecture notes,
and planning in more detail what she was going to say and do
at each point in Monday’s lesson (J2-2/12-25, I-2/15-B48B50).

This seemed to help her; she was much more satisfied

with her classes on Monday ("Today went so much better...I
was a lot more confident...1 am much more pleased with
today" Jl-2/15-26).
As this Friday "crisis" exemplified, Bonnie's
stance negotiation regarding knowing what to say while
teaching involved a process of encountering unexpected
events which distracted and/or confused her, adding her
experiences of these events to her growing practical
knowledge of the classroom, taking a stand on these newly
defined aspects of teaching by deciding how to approach them
or cope with them in the future, and then testing her stance
in subsequent lessons.
linear process.

This was a cyclical rather than

Some incidents continued to be problematic

over the course of several occurrences, but each time her
store of practical knowledge about that category of events
(e.g., feeling inadequately prepared or student's
distracting behavior) grew and her ability to avoid being
"thrown off" by them increased as her stance negotiation
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continued.
As the semester progressed, there were fewer and fewer
instances of Bonnie losing her train of thought or becoming
confused about what to say during class.

Slowly - as she

continued to encounter classroom events, construct a
perspective on them, and take a stand toward them - she was
learning what to say:
Today I felt very comfortable teaching. I was very
confident about the materials and about my presentation
...the words just seemed to flow {Jl-3/24-85).
Today went really well. I felt very prepared and I
used the book a lot less...It was great!
I was proud of myself because the class drifted away
a few times and I was able to bring them back together
and end the lesson very nicely! (Jl-4/6-96).
Today went pretty smooth. 8th period went much better
today...it almost scared me! (Jl-4/7-98).
Today went really well. I felt very confident first
period. I reviewed previous material briefly and we
went over the new material. I had very little trouble
getting through it (Jl-4/18-113).
Today went pretty good. I had a few discipline
problems but they didn't bother me. I had no trouble
with any of my presentations today. Besides a few
interruptions from student input, the lessons seemed
to flow together (Jl-4/21-119).
Today went well. I had much less trouble speaking
...I enjoyed today. It seemed to go fast (Jl-4/22-121).
I feel that I have improved improved in teaching 1st
period. I am more spontaneous now and I don't let them
get to me! (Jl-4/26-125).
Bonnie tried to communicate how the situation changed
and why.

For example, keeping track of things seemed to

become easier for her as she gained experience.

In an
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interview, she described how becoming accustomed to the
routine helped her know what to do and say, although new
elements added to the routine held the possibility of
causing her to once more lose track of things (I-2/18-B43B46):
B43:

...I'll tell you another thing that I was
thinking, "Well, I have to take roll. And I've
got to get these people written on here for
tardies. And I've got to hand out these papers.
I forgot to record their grade. I have to get
these (papers) back up." I mean, all those
different things - you are trying to get
everything. Plus, you know, it's just different
things going through your mind. You just get all
confused...

J44:

All of those strands of thought going on at the
same time.

B44: But you get used to the routine of, "OK,
absences. Write this down. Hand out papers."
After you get used to the routine J45:

It is more automatic now?

B45: Yeah. But she has added more things (Donna had
given Bonnie more responsibilities), so I don't
know what it is going to be like.
J46:

You may go through the same thing as she adds
new tasks?

B46: Right.
In relation to knowing what to say about content during
class, the researcher began to notice that Bonnie was
becoming more spontaneous and doing less detailed planning.
She discussed this in an interview on March 1st (1-3/1-J15B20) :
J15:

...You have started, I don't know, thinking of
things to say to them as you go rather than
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having everything planned out that you are going
to say to them. It is more stream of
consciousness. You think of it and say it,
where before you were sticking to your notes
very closely.
B15: I think you do that in the beginning, because you
just don't - you're not real confident about the
stuff, and you are not sure if it is going to go
OK...and you are afraid to get away from the book
too much. You are afraid to put your own
definition down for "expel" or whatever, you
know. You are afraid it will mix them up.
J16:

The first few days, you stuck very closely to
your notes. And then you tried doing it without
notes, and had trouble (the Friday incident
described above), and went back to the notes.
And so it is something that is taking time?
And now you feel ready to let yourself -

B16:

I haven't taken notes up with me.
have taken some.

J17:

Since last week, I haven't seen you use any
notes.

I mean, I

B17: I wrote some down yesterday, but I didn't look at
them - just to see what the categories were - to
get them in order. But other than that, I didn't
have to look at them.
J18: For the information you didn't use notes at all.
B18:

Yea. I don't know if I know it better, or if I
am just getting better at it. I think I am
getting better at it.

J19: What's "it?"
B19: Teaching without notes.
J20: OK.
B20:

Being spontaneous.
want them to say.

Directing them toward what I

Bonnie explained that early in her student teaching, "I
was hanging on the podium all the time with my notes and
making sure everything was perfect."

But, as time went on,
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she became more relaxed.

Her stance began to shift from

making sure everything was perfect, from having to know
exactly what she was going to say at each moment, to being
willing to take risks.

She became less afraid to "try

things" with unknown consequences (such as her town meeting
role play, which she described as "scary:" "I was not sure
how it was going to turn out.") (I-3/8-B15, B26-J28).
said shehelped herself acquire this new attitude by

She

telling

herself to be "at ease" about things (I-3/8-B15).
Becoming used to things was an important ingredient in
Bonnie's ability to negotiate this change in stance.

In

discussing the issue of knowing what to say in her classes,
and how that situation had improved, Bonnie noted:
B26: Sometimes I stutter - in a few classes. I look
for the most appropriate word...That's with the
newer classes...(with) my Civics classes, I'm
totally relaxed and don't have any problems in
saying things. But in my American History
classes I still sometimes, well, you know, I'll
think, "How can I put this?" You know, because
they are different...And sometimes I have to put
it together in my head. Maybe it is just because
I am not used to them yet, or the material yet.
J27: So every time you go into a new situation, you
have to go through that all over again B27:

Yes.

J28: - what to say to them, how to frame it...
B28:

...you know the the technique, and you know the
material, but actually processing it, that is a
different thing.

...B31: After a while, you just get used to it, you know?
I don't know. Because it seems like with time like I said, with the Civics classes I don't have
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any problem at all doing it.
...J39: It (Bonnie's new attitude) places a lot more
responsibility on you, but you don't seem to be
concerned about that. You must be ready to take
that B39: Yes.
J40:

- responsibility for making more decisions (about
what to say) on the spot, for being the one who
conveys the information rather than relying on
the book to relate the information.

B40:

I think I have finally gotten used to the fact
that I could do it. Because a lot of the times
...you hug the book like you need the security.
After awhile you think, "I can do it." ...I think
it's a step you need to take, later on, as you
get used to things.

J41:

You wouldn't take it the first week or so?

B41:

Huh-uh. You are going to have everything set,
like, and be on your guard, because you are
scared to death you are going to make a mistake.
(I-4/6-B26-B41)

Not only did getting used to things in the early weeks
affect Bonnie's stance in later weeks, but, eventually, she
was able to use experiences each day to help her alter her
stance toward implementing her lessons the next day.

She

described how this worked with her American History classes
(I-4/6-B46-B48):
B46:

so then with first period, I thought, "I'll try
it a little different." I wrote the notes up,
but not all of them. And I had them look at it I used it as kind of like an activity: "What do
you think the next part of the chapter is going
to be like?" To preview it. They looked at the
definitions and said, "It's going to be about the
farmers." They didn't really know all that much
about the Populist Party, you know...It worked
out pretty good because it gave them a pretty
good idea of what we studied...It was better than
what I did with fifth period (the previous day),
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which was to write it up and to have them copy
it. I didn't even explain why I had done it or
anything like that. I think I learn from fifth
period and then I do things differently in first
period.
J47:

The next time.
them...

You kind of experiment with

B47:

You improvise.

J48:

Is that an important aspect of teaching something you experience a lot now - that it's
improvising?

B48: Yea. First...you set how you are going to do it,
and maybe that doesn't work out that well. But
you know what you are going to do and it doesn't
scare you as much, because you say, "I'm going to
do this now." As you get more into it, you think
of things and you know it's a good idea, so you
go ahead.
Knowing what to say during interactive teaching
continued throughout the semester to be a central aspect of
Bonnie's stance negotiation toward subject matter.

It was

clearly important to her that her classes flow smoothly.
However, as she gained experience and "got used to things,"
she began to move slowly away from a lack of confidence, and
fear she wouldn't do things perfectly, toward a stance
characterized by greater confidence about what to say and a
willingness to take experiment during interactive teaching.
This stance negotiation had to be repeated to a certain
extent, however, each time some new, unfamiliar element was
introduced into her student teaching.
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SUMMARY
This chapter has described the major themes of Bonnie's
stance negotiation toward subject matter.

Coming to

understand this aspect of teaching, and to formulate stances
toward it, occupied a considerable portion of Bonnie's
efforts to gain practical knowledge of teaching.
The negotiation of Bonnie's stance toward subject
matter tended to focus on the problem of "knowing what to
say."

This problem had two facets: knowing what to say

while planning and knowing what to say during interactive
teaching so that her initial goals were met.

Both facets of

the problem arose through her encounters with unexpected
aspects of teaching.

As she gained teaching experiences,

she worked toward resolution of these conflicts, but with
mixed results.
Bonnie was never quite satisfied with her efforts
to know what to say while planning so that she both covered
content thoroughly and used the sort of methods she
preferred.

Her stance negotiation toward this issue seemed

to remain in flux at the end of the semester.

She still

wanted to cover content, she still wanted to use a certain
kind of activity, and she still couldn't find a way to do
both simultaneously.

She had, however, seemed to resign

herself to the fact that the use of some variation of
lecture/discussion was necessary to cover content and thus
comprised the "ordinary" days of teaching.

Conversely, the
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kind of activities she liked to use took time and were hard
to find or design.

She devised a compromise strategy for

making teaching somewhat less "ordinary," and more congruent
with her initial stance, by occasionally inserting different
activities into her routine.

This was indeed a compromise,

however, and not yet a stable stance which she held with
conviction.
Bonnie was more successful in learning what to say
during interactive teaching.

Although she experienced

significant difficulty in making the implementation of her
lessons as "smooth" and "flowing" as her initial stance
mandated, she was able to use her experiences to construct a
store of practical knowledge that slowly enabled her to know
how to approach teaching situations so that she "said all
the right things" and kept the lesson smooth.

By the end of

the semester, her interactive teaching was much more
improvisational and she was more satisfied with the
implementation of her lessons.
At the conclusion of her student teaching, during her
evaluation conference with Donna and her University
supervisor, Bonnie was asked to evaluate herself after Donna
had offered her assessment of Bonnie's performance.
seemed quite reluctant to do so.

Bonnie

She said she didn't feel

she deserved marks as high as Donna had given her.

Bonnie's

response to the "knowledge of subject matter" category on
the evaluation form summarized the difficulty she had
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experienced in negotiating a stance toward this element of
teaching.

She said simply, "1 knew it, but I didn't always

know how to get it across" (FN-4/27-286).
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CHAPTER FIVE:
B O N N I E 'S STANCE TOWARD LEARNERS. LEARNING
AND TEACHER ROLE

INTRODUCTION

This chapter describes the major themes in the data
related to Bonnie's stance toward learners, learning, and
teacher role.

As noted in Chapter 3, the category of

learners includes references to the students with whom the
teacher interacts.

Learning relates to interaction between

teacher and learner and refers to processes the teacher
tries to engender in students.

Teacher role encompasses

characteristic ways of acting in relation to students and in
the context of the school.
Although coded separately during data analysis, these
three elements of teaching are described in this single
chapter for at least two reasons.

First, all three

categories relate in some way to students; Bonnie's stances
toward these element comprise the ways she perceived
students, her positions on students' learning, and the
characteristic modes of behavior which she developed with
students.

Secondly, the major themes which emerged from

data analysis revealed that the stances Bonnie expressed
toward these elements were interrelated.
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BONNIE'S INITIAL STANCE TQWABD LEARNERS
Bonnie's first conversations about learners were prior
to her taking responsibility for teaching any of Donna's
classes.

She had a very positive outlook on students and

enjoyed opportunities to interact with them.

For example:

In the Civics classes I issued the new texts to the
students. I liked this very much because it allowed
me a chance to have some individual contact with each
of the students (Jl-1/25-1).
In the first days of her student teaching, Bonnie
seemed interested in what individual learners and classes
were like.

She formulated some initial perceptions of

learners' abilities as a result of observing them and
discussing them with Donna.

She began to refer to students

as being either low, medium, or high achievers.

She

described the three Civics classes for which she would be
responsible by saying that third period was comprised of
mostly "low achievers," while fourth and seventh period
students were "medium to high" (FN-2/8-7; also, Jl-2/5-13).
The criteria on which Bonnie based these initial judgements
were not clear, but seemed to flow from a variety of
impressions she was constructing of students.

Among these

were her observations that "lower level" students were less
receptive to becoming involved in class activities (Jl-2/513) .
Bonnie’s observations of Donna's interactions with
students left her anxious to begin teaching.

The field
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notes record that among her unsolicited comments on the
researcher's first visit to Jefferson were that she "was
anxious to get started," wanted to spend time at first
getting acquainted with students, and didn't anticipate
having any discipline problems (FN-1/26-2&3). Bonnie's
journal also revealed her anticipation of beginning to teach
the students in Donna's classes:
I am really getting anxious to start teaching
(Jl-1/26-2).
I started planning for my first day...I am
getting very excited! (Jl-1/29-5).
Tomorrow I am going to begin with an introduction.
I am very excited (Jl-2/4-9).
As she had indicated she would, Bonnie planned to spend
her first class session using activities that would allow
her and the students to get to know one another better (FN1/26-3).

At the end of her first week, she came back to the

University in search of activities to use; among those she
said she wanted were "some fun ice-breakers" (FN-1/29-4).
The next week she described in her journal the activities
she had selected to help her become acquainted with
students:
Tomorrow I will make another introduction of myself
to the class...I will have the students take out a
sheet of paper and write a paragraph or two on
something that excites them, their most embarrassing
moment, something they like to do, etc. After they
do this, I will have them fold them and put them in
a bag, and I will mix them up and read them and see
if the students can guess who is who...The paragraph
activity is to help me get to know the students
better and to know their names...If there is time
left I will let them play a game of their choice
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so that this will enhance our relationship a little
more (J2-2/4-11&12).
Among the relationship-enhancing ideas from her methods
class which she chose to use with her own students were
personalized name cards which she had the students make,
decorate, and place on their desks so that she could
identify them by name from her very first day of teaching.
She also had all her students tell her their birthdays,
which she then put on her calendar to remind her to extend
each student a special birthday greeting on the appropriate
day (FN-2/10-29).

Students were thus "real people" to

Bonnie who ought to be called by name and acknowledged as
individuals.

Who they were and how they fared was important

to her:
I see myself really caring about these students after
only two days. I want all of them to do well and to
prosper from this class (Jl-2/9-18).
Bonnie's initial stance regarding students seemed to
revolve around the importance of getting to know students.
Caring for students was also a part of her early stance.

It

was important to her to establish some "personal touches" in
her early relationships with students.

As a result, she

chose strategies that would enable her to call them by name
and to extend personal greetings to students on their
birthdays.

158

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

BQNNIE.'S INITIAL STANCE TOWARD LEARNING
In her early student teaching experiences, even before
she began teaching, Bonnie's stance toward learning seemed
to be quite focused on how involved students were in class
(that is, the extent to which they attended to and
participated in class activities).

It disturbed her that

there were several students in Donna's classes who slept
most of the time during class (FN-1/26-3).

In addition to

mentioning this on the researcher's first visit to Jefferson
Junior High, Bonnie also wrote about it in her journal:
One thing that has been bothering me is the fact
that a few students are apathetic. They come into
the classroom and put their heads down and go to
sleep. I don't want this to happen when I teach
and I will try my best to prevent it... (Jl-1/26-2)
Bonnie wanted to try to get these students involved
once she took responsibility for the classes.

She was quick

to add that she didn't see their inattention as a failure on
Donna’s part, and understood that the situation might be
difficult to change, but she wanted to try to involve them
because she thought it was important for all students to
participate (FN-1/26-3 and Jl-1/26-2).
In her conversations with the researcher, Bonnie linked
this issue to her memories of her social studies methods
class in college and how she had felt "relaxed" - "free to
explore and learn" (FN-1/26-3). in that class, according to
Bonnie, learning was something that happened with ease,
without conscious awareness that one was learning, because
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of the extent to which students were "into" the activities
(FN- 2/8-7).

This seemed to be an experience she wanted to

re-create for her own students.

She wanted students to be

actively engaged by lessons because "they learn so much that
way, without really being aware they're learning" (FN-2/920) .

Understandably, then, Bonnie was disturbed by
indications of student apathy and said, "I wish students
were more 'into' school" (Jl-2/3-8).

While grading review

questions during her planning period on her third day of
teaching, she commented that she didn't understand the
students who just didn’t try at all (FN-2/10-20). The
researcher pursued this topic with her in an interview:
J24:

...another thing you mention...is how apathetic
the students are...Were you surprised by that?

B24: I was surprised about that because this is a
nice school. The students should be happy to
be here...because I have seen other schools that
weren't half as nice and from my own high school
experience, it would seem - well, I was with
different sets of students. You know, I was
probably in a higher group, and we wanted to
learn, and we cared, and we didn't get to see a
lot of apathy in students. You know, but it
just seems like there is a lot more of it in
this school...(1-2/15-J24-B24).
Bonnie's own high school experiences did not expose her
to much apathy.

She realized there may have been apathy in

her high school that she and her friends just didn't see,
but it still seemed to her that the problem was somehow
worse at Jefferson. She had expected students to be more
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interested and involved.

Bonnie became excited when she observed instances when
students were actively involved in a lesson:
I was really impressed with how well the valuing
lessons worked. The students participated to a
great extent. This is the kind of thing I would
like to do (Jl-1/27-3).
Today went by so fast. The highlight for me was
observing the eighth period gifted class...This
was very interesting to see. The student
participation in this activity was tremendous
(Jl-1/28-4) .
Part of Bonnie's goal in getting to know students
quickly had to do with her emphasis on student involvement
in class.

As she explained in her description of her

getting-acquainted strategies in her journal:
I also had them make name cards to set on their desks
so I could call their names for class participation
and eventually know their names. This is very
important because I feel that class participation is
very important and I don't want to call on them by
shirt color or whatever (J2-2/4-11&12).
The major themes in Bonnie's early stance on learning
were, therefore, student participation (or lack of it) and
student interest (or apathy).

She believed students should

be interested and involved in school and in learning.

She

remembered herself and her classmates as being this way in
high school, and it was what she desired for students at
Jefferson as well.
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BONNIE»S CONTINUED STANCE NEGOTIATION TOWARD LEARNERS AHD.
LEARNING: THE. PROBLEM Q£ KEEPING STUDENTS INVOLVED
The data analysis revealed that Bonnie's stance
negotiation toward learners and learning continued over
the course of her student teaching to focus on students'
involvement and interest in class activities.

As Bonnie

began her first days of teaching, one of the clearest
concerns she expressed was: "I just hope they don't get too
bored" (FN-2/9-14).

This does not mean that Bonnie saw

student involvement as an end in itself.

As discussed in

Chapter Four, Bonnie's early journal entries explained that
she intended for her class activities to achieve certain
goals with students. Among the overall processes which her
journal revealed she wished to engender in students were:
- The organization of content in students' minds so
they saw the relationship of each part of the
content to other parts and of the parts to the
whole (in Bonnie's words, seeing "the big
picture"):
Relating this chapter to the chapter before is
important to me because I feel students learn
better if they can relate new material to
previously learned material (J2-2/5-14).
I will point out the relevance of the material
to the overall plan (J2-2/5-14).
Content overviews will always be included in
my lessons also because I feel it gives
the students a sense of the big picture
(J2-2/8-16).
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I will do this daily (put an outline on the
board) because I feel it aids learning to
to organize the content for the students
(J2-2/8-16).
I feel you need to have the students recall
where they were (in the content) and relate
it to where they are now...This also helps
them get things organized in their minds
(J2-2/15-27).
It puts material into perspective for them
(J2-3/1-53).
- Development of major social studies concepts and
acquisition of vocabulary related to those concepts:
Vocabulary is an important part of my plan
because it gives students a reference point to
relate abstract concepts to (J2-2/5-14).
My goal with this was to develop ideas around
the main points (J2-2/5-14).
Discussion and reading activities serve the purpose
of developing the main concepts (J2-2/8-16).
...to give them a base knowledge of terms used in
Congress and roles of individuals in Congress
(J2-3/9-66).
- Reinforcement of previously learned content:
The activity sheet was for the reinforcement of
the material (J2-2/5-14).
This will reinforce their knowledge of subject matter
from yesterday (J2-2/8-16).
The activity which was left over from today will
provide reinforcement of the material for the
students...(J2-2/8-16).
Review exercises will provide reinforcement
for student understanding of the content
(J2-2/8-16) .
The review for the quiz is a final reinforcement
of the material...(J2-2/8-6).
This will...reinforce their knowledge...(J2-2/23-41).
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The exercices are very good to reinforce the material
of the chapter (J2-2/29-51).
It reinforces the material they have learned (J2-3/153) .
... to reinforce their knowledge of the chapter
(J2-3/9-67).
- Understanding of content that transcends rote
learning: doing "actual thinking" and catching a
glimpse of how things actually work rather than
just memorizing facts:
It required them to so some actual thinking...
This is a great asset (Jl-2/9-17).
The plans...are directed toward students'
understanding that the process of a bill
becoming a law is very intricate and
complicated...they should see the complexity
of the system (J2-3/9-66).
...it will give them a feel for how Congress
actually works (J2-3/15-76).
...to let them see how the President actually
uses his powers (J2-4/4-91).
This kind of thing gets them thinking...
{J2-4/19-116).
Bonnie's enumeration of these learning goals soon
became less prevalent in her journal entries and lesson
planning.

Instead, her focus was on student interest and

participation and whether or not an activity would be
motivating.

She seemed to believe that once the lesson was

planned around learning goals, whether or not she was
successful and students learned depended on their
involvement in the activities designed to foster the desired
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learning processes.

This belief was evidenced on her first

day of teaching when she felt she had somehow failed in
the seventh period Civics class:
I felt like I wasn't doing anything right...Maybe it
is because the students do not participate as much
and I feel that I am not getting through (Jl-2/9-18).
Other comments reveal how she continued to hold student
involvement as an important goal:
Today while I was teaching, I tried to get different
students involved instead of the same ones. I will
keep on trying no matter what. Maybe one day it will
work! (Jl-3/1-52)
B4: Did you notice Bradley? ...He sat back at first,
but then he kind of crept up...and he participated
today. He was going to be the king of that
country or whatever. Maybe these kinds of things
might get him interested in it. He'll like
coming to class and then he'll participate in it.
J5: That would be good?
B5: Yeah, that would make me feel good (I-2/18-B4-B5).
Because Bonnie's stance took this form, her journal
entries regarding student performance became a record of her
observations of student boredom, apathy and lack of
participation, as well as of instances when students seemed
interested and involved. Notably absent were equivalent
numbers of observations of students’ grades on tests and
homework.

Except for some discussion of students' grades on

two early quizzes she gave (Jl-2/10-20, Jl-2/23-40)), her
informal evaluation of students seemed primarily centered on
how interested students seemed in the subject matter and in
class activities instead of how they performed on other,
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more specific or objective measures of learning.
I feel that the students are bored (Jl-2/8-15).
It made me happy to see some of the students, who
seem not to care at all about school, participate
in this activity and in class (Jl-2/9-17).
Today I felt really good about everything...I feel
really good about this game because the students are
all excited and I am too...I think it is worth it
just to see students get excited about part of the
social studies content (Jl-2/18-32).
It was good to see students interested in the
subject matter...(Jl-3/4-56).
He usually pays attention and stays involved, but
today he seemed really bored...(Jl-3/7-59).
...they were interested...they were asking questions
and giving an overall excellent response (Jl-3/16-77).
...the students were pretty attentive and I believe
it paid off for a lot of them (Jl-2/17-79).
They were very interested...I really liked teaching
them today (Jl-3/17-79).
Fifth period didn't participate as much (Jl-3/18-82).
This really interested them (Jl-3/24-85).
I felt like all of the students were very bored
(Jl-4/4-89).
I felt the students were very bored today (J2-4/4-91).
Third period went pretty good but they started getting
bored, I think (Jl-4/11-105).
The students were bored (Jl-4/14-108).
Along with these observations, there were increasingly
more references in Bonnie's journal to the interest and
motivation she hoped to achieve:
I planned this activity as a motivator...(J2-2/102 1 ).

166

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

It may (hopefully) get them interested in the topic
(J2-2/11-23).
This time while planning I tried to include
motivation...(J2-2/12-25).
This is great for motivating students (J2-2/16-29).
This will motivate them to learn...(J2-2/25-45).
...will make the chapter more interesting (J2-3/11-71).
I planned all of these activities to initiate
interest...(J2-3/17-81).
I felt it would be beneficial to get them
motivated...(J2-3/17-81).
Maybe this will spark mutual interest {J2-3/24-86).
I planned it this way because I thought the students
were very bored today (J2-4/4-91).
...I plan to do the activity I have done with the
other classes... I look for a lot of student
participation (J2-4/5-94).
This gets them motivated for the new material (J2-4/11106).
The Judicial Branch will probably be more exciting to
them. We'll see (J2-4/11-106).
The videotape should get them more interested in the
subject matter (J2-4/18-114).
I feel this will motivate students...(J2-4/20-118) .
It will...motivate them (J2-4/21-120).
I think it will interest the students (J2-4/26-126).
Bonnie's observations of student boredom, and her
desire to motivate and interest students, led to the
occasions when she attempted to insert "activities" into her
plans, as described in Chapter Four.

In an interview, she

talked about her view of learners and learning at the time
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she chose to use the "War or Peace" simulation.
B60:

I feel like a lot of times they are sitting
back there, like, and they are not even
listening a lot of the time. I mean, I feel
a lot of them are, but there is this - I mean even the ones that are (listening) aren't
excited. I want to get them excited about what
they are learning. And then it will come easy
to them. And I think that playing those games
once in awhile will get them excited about the
class. They'll think, "What are we going to do
today in Miss H's class."

J61:

They really seemed excited today...There was
one girl in front of me who was so excited that
when you talked about making symbols and choosing
rulers (in preparation for the simulation), she
said, "Oh, this is going to be great!" She was
really excited.

B61:

Oh, that was great to see, too...It feels so
good when you can do something like that and
get them excited about it (I-2/18-B60-B61).

Along with these aspects of Bonnie's stance toward
learners and learning which emerged during her student
teaching, she began to construct more complex understandings
of learner abilities as she acquired teaching experience.
Unlike her initial stance in this area, which led her to
label whole classes as "low, medium, or high," her new
understandings enabled her to differentiate among individual
learners.
I remember after the class (third period) feeling
that some of the students in there are too bright
for that level, particularly two students...It
seems as though they learn the material much more
quickly than the others and I feel that they are
being held back by the pace of the class (Jl-2/11-22).
As she began to better understand the ways in which
students differed, she also began to try to alter various
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aspects of her teaching for the different ability levels in
her classes. Initially, she had planned the same tests and
activities for all her classes, but as she observed their
responses to these, she began to differentiate.
I tried a different approach this time. Third
period's test will be much easier than the other
two classes'. Seventh period, which has some
very bright students in it will have an essay
question added to their test. I feel they are
ready for higher level thinking. I also want
to try a different teaching technique with them
(J2-2/17-30).
Bonnie also became aware of the ways in which she
may have been stereotyping her classes. In an interview she
began talking about her changing impressions of third period
Civics (the "low" class) and, in response to the
researcher's questions, expanded her comments to include
other aspects of her expectations of students.
B22:

Third period has really been impressing me.
I mean, they seem to have gotten - even though
I came in and (at first) they seemed not
interested and stuff - they answer the questions
and things. And if they are low level, as low
as has been told me - they (other people)
shouldn't tell you that (that students are "low
level"). Because then you won't want as much
out of them and when you do get a lot you are
really happy, but...I believe you do lower
your standards.

J22:

Based on what you are told about them?

B23: You lower your standards or you raise your
standards...I hate that because not every kid well, there are a lot of kids in fourth period
who could probably get along in third, and I know
a couple in third who should be in fourth or
seventh. That Susie (a third period student),
she is sharp. She is sharper than some of those
seventh period students.
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J23: But you tend to stereotype the whole class based
on a majority of its members, so that if a lot of
people in third period are slow - ?
B24:

- because, I don't know, you just can't afford to
leave them just because they are slow, and the
faster ones are bored, but you can add things in
to challenge them...If you go too fast, you lose
the slower ones completely.

J24: Does it work the other way, too? I know you
aren't teaching eighth period yet, but do you
think of the whole class as being gifted?
B25: Yes. I had them yesterday. I went really fast.
In fifteen minutes, I covered what I covered in
in fifty minutes for the other two classes. You
know, I would just whip it out at them: "OK, you
just read that, will somebody say what he (the
author) is saying?" And I went really fast.
Someone in there may not have caught on. I may
have been going way too fast for them. I guess
I expected a lot...(I-2/24-B22-B25).
Bonnie was becoming increasingly aware that some
learners in the "low" class might be "sharper" than she had
originally thought and some in the "high" class might be
"slower" than she was allowing for.

She was also

differentiating among the characteristics of individual
students in her "low" category,

in one interview, she

talked about a learning disabled student in her third
period.
B69: ...Those kidsin there (third period). Some
of
them are LD.
That TonV- He said, "Hey, I got
my paper and pencil today."
J70: Uh-huh.
B70:

He is really slow. I hate to pick on him or
anything, but every once in awhile I'll get him
(call on him), just to tell him, "I know you’re
back there. I know that you can do it." That's
why I made him repeat that today (repeat the
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correct answer to her question). That gives them
a little confidence in themselves.
J71:

so you are trying to build a sense of selfconfidence in them, that they can do it, that
can handle this material.

B71:

Yeah, yeah. If you don't expect anything out
of them at all, anything out of the ordinary and they even shock me!...(I-3/1-B69-B71).

By the time Bonnie began teaching Donna's American
History classes, she had developed greater sensitivity to
differing ability levels among her Civics students and was
making adjustments in her teaching accordingly.

To a

certain extent, she had to repeat this learning process with
the American History students.

Yet, because of her prior

experiences with the Civics classes, she understood quite
early that she needed to be alert to the characteristics and
behavior of her History students.
B32:

It is new material. It is new kids...They don't
question as much in fifth period (the History
class) at all, but they have different abilities
and you need to be sure that you are not going
under them too much. Because I thought, "Oh,
they know a lot more than I think they know." If
you go down too low for them, they get really
bored with it. I tried not to assume that they
know more...

J33:

You have sort of raised the level up slightly.
Do you think about it while you are actually
teaching? Is that the sort of thing you are
running over in your mind while you are talking
to them?

B33:

...I would think, urn, "I know they know this
without my saying it. I'll put it in a different
way. i'll phrase it in a different way so they
can let me know they know it"...It's not like
they just spit it back out to me, or something
like that. It is more like a process, um, so
they will process the information instead of just
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rote.
J34: Not just recited. (B: Uh-huh) And those are
decisions you make while teaching, rather than
decisions you make at home?
\

B34:

...Most of them are while I am teaching.

J35:

While you are interacting.

B35:

I think you'll think that naturally, because,
after awhile, if you stand there and talk to that
fifth period or first period class (the History
classes) like you talk to the Civis classes,
they are going to let you know. I think by their
signals they let you know. They give you signals.
If they can't answer the questions that you are
asking, you are probably above their level.
Either that or they are just not paying
attention. You kind of gotta decide which, but
there are other signals - looking around, bored,
but still can answer the questions. Now that to
me seems like you are talking under them. You
know, you have to come up a little bit and get
them interested. Or give them some challenge.

J36:

so you pay close attention to their body language
(B: Yeah) and their signals while you are
teaching?

That's interesting.

B36: Because seventh period is a perfect example of
that. They are looking around, but they can
still answer what I ask them. So I felt like I
am going to have to make their tests more
challenging and their class more challenging or
I am going to lose them...They got pretty bored
Monday, so yesterday I said, "OK. I am just going
to lecture to you, give you some notes and an
activity." They perked up. They seemed like,
you know, that was better for them, because the
reading was very monotonous.
J37:

That was a signal to you, then, that that was the
right way to go with that one?

B37: Yeah. And also the third period. That was them
being bored. Like she (Donna) said, they don't
like to read. As soon as you go the book, they
don't know it as much as if you would lecture.
Do you know what I mean? I figured that out...
I figured that they would need the book more to explain things to them, look at the pictures,
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things like that. But, really, you have to be out
there guiding them a lot, letting them interact,
or you are going to lose them, because they don't
like to read and they are not functional readers,
a lot of them. So they can read something and
not know what it says, so it is not helping
them out...(I-4/6-B32-B37).
Bonnie began her student teaching with a particular
stances toward learners and learning, as described earlier.
Although she continued to view learners and learning thorugh
the lens of her initial stances, she constructed more
complex understandings of these elements as she gained
practical knowledge of teaching through her classroom
experiences. She then used these new understandings to
further pursue the goals inherent in her stances.

In the

case of learners and learning, her experiences did not so
much transform her stances as help them to evolve.

173

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

BONNIE'S £XAH££ TOWARD TEACHER ROLE:
THE PROBLEM ££ BECOMING A "REAL" TEACHER
The role of teacher was a new one for Bonnie.

On her

second day at Jefferson, she wrote in her journal:
I am really getting anxious to start teaching.
The only thing that makes me nervous is getting
used to being in front of the class. I haven't
had much experience in that area...I just hope
that I adjust quickly. I know I will have no
problem with it after doing it several times
(Jl-1/26-2).
At the end of her third day, she wrote:
I felt more comfortable with the role I will
be "taking on" soon as I administered make-up
tests in the library (Jl-1/27-3).
Bonnie thus described beginning to teach as "taking on"
a new role in relation to students, one she'd had little or
no experience with before student teaching.

She expressed

some nervousness, but was convinced that just being in front
of the classroom several times would help her adjust.
Indeed, as she began to perform some teacher-like tasks
during her observation period (e.g., administering the make
up tests), she reported that she was more comfortable with
the role.
As Bonnie began teaching, she searched for
characteristic ways of acting with students "... to make them
think, 'Well, she's a real teacher'" (I-4/6-B52). In part,
this emphasis related to how effectively and accurately she
felt she had conveyed content, as discussed in chapter Four,
and seemed connected to her problem of knowing what to say
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during the interactive phase of teaching.

If she didn't

know what to say to students, she was afraid she would lose
their respect.

It was therefore important for a lesson to

proceed smoothly to "make you look like you know what you're
doing" (I-4/6-B51-52).
However, the data most prevalent in the category of
teacher role was related to Bonnie's struggle to minimize
student behavior which she perceived as disruptive to the
processes she hoped to engender in students.

It was

therefore in the area of classroom management that she most
frequently dealt with the problem of becoming a "real"
teacher.

This was a somewhat unexpected dilemma for her.

After only a few days at Jefferson, she reported that she
was impressed with the behavior of the students in Donna's
classes and she anticipated no discipline problems (FN-1/262&3) .
Bonnie was soon to realize there were alternatives to
the orderliness of Donna's classroom.

Before she began

teaching, Donna encouraged her to observe other teachers at
Jefferson.

One day she sat in on a science lesson.

The science class I observed was interesting. The
students were not disciplined or orderly at all.
They took turns with the hall pass and were in and
out of their seats and talking the entire time. This
made me appreciate Donna's style of classroom manage
ment a great deal. It made me think about how I
should handle classroom management (Jl-2/28-4).
Two days later she once again pondered how she might react
in the role of classroom manager:
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A student told Donna to "shut up" today so she took
him to the office and I supervised the class. This
made me think about what I might do in the same
situation.
Several days before she began teaching, Bonnie began to
further realize that classroom management would indeed be
part of her role as teacher:
Today I got to supervise students for several minutes
while Donna took care of some things. I kept them
under control pretty well. Fourth period gave me a
a bit of a problem when she left. They started
talking out and asking for the hall pass and getting
out of their seats. I panicked for a moment and shook
a little bit, but then I thought to myself, "You've
got to let them know you're boss." So I started
taking names and it worked for awhile. Then I started
counting 5...10, and I only got to 10 and they
straightened right up. When we count like that they
have to stay after the tone rings (for the number of
seconds equal to the last number counted before they
became quiet) (Jl-2/4-9).
This description of the incident in Bonnie's journal
was an early indication that Bonnie was beginning to
formulate a stance on her role that included being in charge
of classroom events and maintaining control over students'
behavior.

Her reflections on the event further reveal this

emerging position:
Watching (i.e., supervising) the class today was
very beneficial to me because I can see that I
am going to have to be tough in the beginning.
The students tried very hard to take advantage of
me today, several students wanted the hall pass
and the talking wouldn't stop. So tomorrow when
I begin I am going to have to set rules for
discipline immediately so I can have an orderly
class (Jl-2/4-10).
The following day, Bonnie planned to begin her
getting-acquainted activities with students in the Civics
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classes.

She first planned to share some information about

herself and then review "classroom rules and procedures"
before moving on to her other activities.

She reflected on

this plan in her journal:
Going over the rules and procedures is probably
the most important part of this plan because
they need to know that this is not going to be a
vacation and that I am not to be taken advantage
of. starting out with this will let them know that
they are still expected to work and I will really
be their teacher (J2-2/4-11).
Bonnie intended for the activities she had planned to
"allow us further opportunities to adjust to our new roles"
(J2-2/4-12).

Things went pretty well for Bonnie the next

day and her journal comments reveal a glimpse of her
earlier, more confident stance:
I feel that classes went pretty smooth today. I
followed my lesson plan exactly. I didn't have
many problems with classroom management, as I had
anticipated.
As Bonnie moved from her introductory sessions into her
first days of real teaching, she was somewhat nervous, but
almost immediately her nervousness was pushed aside by the
immediacy of classroom events and by behavior that would
become characteristic of her teaching - making sure students
were involved in the processes which the activities were
intended to bring about,

in the case of lecture/discussion

activities, which included reading a series of passages from
the text, this meant that Bonnie wanted students to be
attentive and to follow along in their own books as a class
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member read aloud.

I started out feeling nervous and unsure, but once
I got started there was no time for these feelings.
I had to act and react now. I let go of nervous
feelings and concentrated on what we were doing
and what was next. While I was up there listening
to students read in the book, I would look around
to see if they were reading along and some were not,
so I would try to get their attention and tell them
to read (Jl-2/8-15).
For Bonnie, monitoring students' involvement in class
activities also meant making sure they were doing their own
work.

An incident in which she caught one student copying

the work of another student gave indication of some conflict
between her caring stance toward her students as individuals
and her emerging stance toward her role as a "real teacher"
who is tough and makes sure that students are participating
in learning activities.
In one of my classes today, I saw a girl take
another girl’s paper and begin to copy all her
work. I approached her and took the paper and
told her that she didn't need to look on anyone
else's, that we would go over them out loud. I
feel that maybe I should have waited until after
class, because it (embarrassment) may affect her
work. I really hope not (Jl-2/9-18).
The field notes record the event and indicate that
after class Bonnie reported she "felt bad" about the
incident.

She said she could tell the girl was embarrassed.

Bonnie said, "I hope she doesn't hate me now,"

but she

added, "You have to draw the line somewhere" (FN-2/9-18).
Bonnie was beginning to realize that "taking on" the
role of teacher was no easy task.

On the one hand, she

genuinely cared about students and wanted to treat them
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accordingly.

On the other hand, she had some early

experiences with students which led to the belief that she
would have to be "tough" and "draw the line somewhere" in
order to avoid being taken advantage of, keep students on
task, and convince them she was a real teacher.

It was the

"tough" teacher who took away the girl's plagiarized paper,
but it was the caring teacher who later worried that her
actions may have embarrassed the girl sufficiently to affect
her future learning or to cause her to dislike Bonnie.
About a week after the incident with the plagiarized
paper, Bonnie talked about the ways her initial stance
led her to disagree with Donna's response to the boy who
told her to shut up.

she also talked about how she

perceived students' behavior differently while teaching that
she had while just observing.
B22:

...They (students) are used to knowing that
they have to be quiet in her (Donna's) class.
And...that's good, because you need them to
listen or they will never learn anything. But
then, as far as putting them out in the hall
and stuff like that, I just always think there
is a better solution. What I'm thinking of is
Danny. Now he did tell her to shut up.

J23: That was the day he talked back to her.
B23:

Well, they (the office) sent him back to class
and she wouldn't let him in...And they had
papers to do that day which dropped his grade
because he could not turn those in and she
would not allow him to turn them in. That
dropped his grade below the D or F level and now
he is going to get a letter because of it where he might not have before. I just hate to
do that to someone. I mean I know they should
respect you as a teacher, but sometimes I think
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you should overlook it...He had done his work and
he was proud. And she said something like, "You
really did your work. You never do your work,"
something like that. He got mad because he had
done his work and he was proud of it and he said,
"Shut up."
J24: Is that what happened that day...She said she was
glad he did his work because he never did and
that made him mad?
B24:

Yeah...I could see where it would initiate that,
but "shut up," I mean they really shouldn't say
"shut up" right to you. If you let people do
that, you lose your authority. But I would let
him back in the room after he had gone to the
office and had gotten D-Hall (detention).

J25: So...you agreed that what he did was wrong, that
some discipline ought to be taken, but maybe you
wouldn't have been as harsh if it had happened to
you?...
B25: Yeah...But sometimes, I mean, when you are up
there, I think it seems to bother you more than
when you are sitting there watching. Because
when they would talk while she was teaching, I
didn't think they would be that loud, and I would
think, "Gosh, they can't talk at all. I wouldn't
be able to live in that class." Then, when I get
up there, it seems like it bothers me a lot when
they talk.
J26: It bothers you more when they're talking and
you're teaching than it did when B26:

- when I'm teaching.

J27: - than it did when you were observing them?
B27: Yes (I-2/18-B22-B27).
The idea that things seemed different from the
perspective of the teacher's role was one Bonnie had also
mentioned the week before.

She and the researcher were in

the library listening to Donna's eighth period Civics class
(which Bonnie was not yet teaching) give reports on their

180

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

projects.

Between student reports, Bonnie talked about her

view of students and her role as classroom manager:
Bonnie remarked that things are different when you're
actually in the situation. She said that before she
started teaching she swore she'd never show favoritism
and that she'd treat all students a'like, but once she
started teaching this week she quickly began to view
some students differently than others and treat them
differently. She said that when she would observe
someone teach she would think to herself, "Why did she
do that," or, "I wouldn't do it that way," but once
she got in the situation herself she found herself
saying, "Why did I do that?" as she caught herself
doing things in ways she really didn't want. She said,
"It’s a lot harder than you think" (FN-2/11-48&49).
Now that Bonnie was actually "in the situation"
herself, she was beginning to believe that certain student
behaviors were disruptive and undesirable.

She was also

becoming increasingly more aware that it was difficult to
"let them know you're boss" and also achieve her goals for
learning, chief among which was to engender enthusiasm for
learning activities:
I feel like I am giving off bad signals because
I am so businesslike and serious and this will
eventually turn students off. so I need to be
excited and relaxed so students will not be
frustrated and give up on me (J2-2/10-21).
She noted in an interview:
B15:

...I have really tried to work this week on
my attitude in front of the class. I mean,
I like to teach, but sometimes it seems like I
don't because I get so serious about it. And I
thought maybe if I tried to relax and think
of positive things, it would show up in my
teaching (I-2/18-B15).

Even so, Bonnie continued to "get tough," and continued to
feel ambivalence:
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Reflecting on the day, I can remember trying
a brainstorming activity with third period.
The class was out of control most of the time.
I really yelled at them loud...I wasn't real
upset at the end with the class for being out
of order. I guess I realize that will happen
(Jl-2/11-22).

On one occasion, when Bonnie perceived several students
were disrupting the "flow" of the lesson, she became
exasperated and invited one of the offenders to take her
place at the podium for a few minutes, hoping that he would
see the dilemma she faced when the class would not cooperate
with the learning activities she had planned.

She wanted the

student to see the classroom as it seemed from her role.
Today I felt like I had lost control a few times
in fourth and seventh periods. I even allowed a
student to take my place as teacher, an old stunt
I'm sure, but the point didn’t get across at all.
From that point on I had to struggle to keep
order...I was really glad to get this day over
and done. I left with two goals:
1. to have more discipline
2. to have more confidence(Jl-2/22-37).
Bonnie's resolve to achieve greater discipline and
confidence was not the end of her stance negotiation toward
her role.

As the days continued, she appeared to become

more upset by the gap between her behavior with students in
class, which she felt was necessary to get the work of
teaching accomplished, and her original vision of herself as
caring teacher who would produce a relaxed, productive
atmosphere where students would learn with ease.

She

remarked one morning, "I hate to yell. I hate teachers who
yell all the time...I don't mean to" (FN-2/24-106).
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Even Bonnie's initial sympathy for students with
"special stories" - students who came from troubled,
disadvantaged backgrounds - was now in conflict with her
perceived need for control during class in order to keep
activities on the course she had charted for them.
Today seemed to last forever. I felt like I was
screaming the entire day and this upset me because
I really didn’t want to be this way with the
students. It just doesn’t make a good learning
atmosphere. At the same time I felt that discipline
was needed because I have been told once you lose
control you have twice as hard a time regaining it,
if you ever do regain it. I really hated to see
Katie get in trouble, but there are limits to being
patient with someone just because they have a
special story behind them.
I expected to be less confident (in eighth period),
but I wasn't. I was twice as confident. I guess I
knew that I had to be...We did current events for
20-25 minutes and they were kind of out of control
a couple of times, but I let them know "I was
QUEEN!"
A few THINGS THAT STICK OUT IE m. MIND
1. Ifelt like I yelled the whole day.
2. Ifelt like I had to put my foot downtoday.
3. I felt a little ashamed for yelling so frequently this is not what I wanted to be like.
4. Isenta student (Katie) to the office for profane
language.
5. I enjoyed teaching the "gifted" class.
(J1-2/23-39&40).
The morning of the day when Bonnie wrote this entry,
she commented during her planning period:
I'm going to get tough today. They ran
yesterday. I hate to have to count out
and then keep them after class for that
seconds) to get them to quiet down, but
(FN-2/23-103).

right over me
loud (by 5's,
number of
you have to

Despite this attitude, she experienced difficulty
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during third period keeping students on task.

At the

beginning of fourth period she said, "I'm not going to put
up with any talking today!” After stopping twice to quiet
students down in the first few minutes of class, she
announced loudly, "All right, I've had enough.
talking.

Now.

None."

No more

For a few minutes, students were

quiet and began to write the notes from the board in their
notebooks, but several students were soon talking to each
other again.

Bonnie asked, "Who's name am I going to put

down for D-Hall?

The next person who talks!"

After additional student remarks, Bonnie said, "I feel
I've given you enough of a chance.

And I am serious."

She

began the lecture/discussion portion of the lesson, but some
students continued to talk.
right. A quiz.

Bonnie announced angrily, "All

Get out a piece of paper."

Katie, who was

not among those talking at the time, refused to comply.
Bonnie told her firmly, "If you don’t take the quiz, you get
a zero."

Angered by this, Katie responded with an outburst

of profanity.

Bonnie wrote down what Katie said and sent

her to the office (FN-2/23-103&104).
The next day the researcher asked Bonnie about the
incident:
J6:

...One thing I wanted to ask you about was
yesterday, fourth period, and how you felt
about that. When you had that little temper
tantrum (Katie's) - of course the whole class
was loud - that's why you stopped to give the
quiz in the first place, then that temper
tantrum...What were you thinking?
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B7: I was thinking, "What do I need to to, legally
or whatever?" Because those are the times when
you've got to think of yourself, you've got to
protect yourself. Also, what is the right thing
to do? You know, what is the right thing to do?
J7:

So you were concentrating on what was the right
thing to do.

B8:

She (Katie) had already said it. I wasn't even
listening to her, just kind of writing words down
because that's what Donna said before to do.
Write what they actually say down. Document it...

J8: Then, off to the office with her! You said you
hated to do that to her. And you said that even
when there is a special story behind it. What's
the special story behind her that made you feel
bad about doing that?
B9: From the first day I came here, I learned that
she is from the Rainbow House, which is abnormal.
Her parents - through this game that I played
with them on the first day I taught - I learned
that her parents are deaf. That's really tragic.
J9:

So she doesn't live at home.

BIO: No, she lives at the Rainbow House...
J10: Yeah...
Bll: You know, I kind of had a soft spot for her. And
a couple of other students too. You know, I knew
what her situation was from the other teachers.
And I'd let her go sometimes. Like she didn't
want to take the test that one day, she wasn't
ready for it. She had missed one day...so I
didn't make her take it...I let her go on that.
I let her go - she said a couple of (profane)
words before - the last time.
Jll: The last timeDonna was gone, she
(Katie) had
gotten mad at another student and I think you
said that you didn't want any outbursts, but you
didn't send her to the office.
B12:

No, because Iknew she was real emotional and
everything. And that happens sometimes. I hate
to send kids to the office every day...I hate to
see someone get sent to the office. There are just
so many punishments now...
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.J15: So you thought that yesterday, then, was a
serious enough event that even though you don't
like the amount of punishments there are B16: I think you can get into trouble if you don't
punish students for that kind of behavior - just
out and out profane language.
J16: It (Katie's outburst) was directed at you, too.
She was really angry.
B17: If you don’t do anything, you are not going to
have any standing. They are not even going to
listen to you, I think.
J17: So you thought it was important to maintain
control with the rest of them. OK. Today, in
the aftermath of that in fourth period you behaved
a little differently than you have before. Were
you conscious of that? (B: Yes). How would you
describe that?
B18: Kind of disciplinary still. Like a military
person. Kind of like, "I know you didn’t listen.
That's why we're behind and I'm kind of mad about
it. Quit wising off with me and keep straight"
(1-2/24-J6-B12, J15-B18).
In Bonnie's journal entry describing the day in which
she had the encounter with Katie, also mentioned being told
of the importance of not losing control.

She noted the

possibility that, having once lost control over the class,
she might not be able to regain it.

She had mentioned this

once before, noting that, while she was afraid she might be
"too tough" on students, "they say it's better to be tough
at first, then you can ease up on them later" (FN-2/11-33).
In the same interview in which she discussed her thoughts on
disciplining Katie, she talked about this issue.
B43:

...I think the reason that I yelled so much
yesterday is that I knew...I mean, this is how
I feel: that they thought they could talk and
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get away with it and I wouldn't do anything.
And I felt like yesterday I had to come down
on them. I was told by Donna that I had to be
stricter on them; they were talking too much.
And I felt it myself. But after that it makes
you really determined: "Let's stop this. It's
got to stop. I've got to get control of the
class, so we can do this (the lesson)." Fourth
period is a perfect example. If you get that
kind of class, you are not going to get anything
done. You are just going to be constantly
yelling, and that's what I felt like I would do.
I yelled at them the whole time. I didn't get
anything across. Now all they remember is how I
yelled. But, I mean, you have to start somewhere
and get that control back, and then you can go
on, hopefully, if you ever get it back.
J43: You mentioned in you journal that once you have
lost control, it is very hard to regain it. Is
that what Donna told you, or something you
remembered from a class? Or do you remember?
B44:

A combination. People in the TPC. Friends - not
my friends who aren't teachers yet - but my
friends who have gone through student teaching
tell me that: just be mean at first and then you
get nice. It's easier to do. But if you let
them, once you're nice, they'll never let you
have control again.

J45: Is that what you have been afraid of this week that you would lose control (B: Yeah) and then
have (B: Yeah) a very difficult time re
establishing it?
B46: That is going to be a problem because it wasn't a
problem before. But we have to kind of
concentrate on that and go on. (Laughs) It would
be neat if you could just take a day off for
classroom control and get it under hand again and
it would be all right the next day!
...J47:

Then back to business the next day?

B48: Yeah, OK, now that everybody has settled down,
we'll go on. (Pause) They also suggest we don’t
give them a choice because they'll abuse it.
J48: About - ?
B49: About anything. "Do you want to go to the office
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or do you want to stay?” They can't handle
choices. I can't remember who told me that.
J49:

It's just something that you heard listening to
people talk about their experiences...?

B50:

I don't like having to be like that at all.
I didn't expect it either. Because they (the
students) were so good. I thought they were so
good for her (Donna)...I wasn't expecting that
to happen.

J50:

I think you said to me that you really didn't
think you were going to have any sort of serious
discipline problem.

B51:

I mean, before I ever student taught at all,
before I ever got here into the school, I was
thinking, "Yeah, they are not going to talk back
to me." You know, acting like a teacher. But
once I got here, I thought I wouldn't have any
problem because they are all used to this kind of
discipline. Maybe changing back and forth with
what I do to them if they talk hurts them because
they aren't sure, you know. They think, "She
could, but she's not going to count it (the pop
quiz).1' You know, I still haven't decided
whether I am going to count that or not. Because
not everyone was talking. But if you don't count
it, what you say isn't going to go anymore.
They'll figure you are too nice to do that or
something.

J52:

So, you want them to take it seriously, (B:
Yeah.) but you don't want to be unnecessarily
harsh (B: Yeah.), particularly because not
everybody was at fault?

B53: Yeah. That's what I felt about Katie going
down to the office. I don't believe she was
talking. But for me to say, "OK, you don't have
to take that quiz," would be wrong, because there
were others who were not talking too. she really
doesn't pay attention, though. So I felt this
will get people awake that aren't paying
attention too.
J53:

If, say, two months ago, before you started
student teaching, somebody had described that
situation with Katie, would you have believed
that something like that might happen in your
classroom?
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B54: I don't think I foresaw that.
don't think I would have.

I mean, no, I

J54: It would be problems like that, maybe not that
specific thing B55: They warn you or tell you that you are probably
going to get cussed out or something...like that,
but, well, (you think) "Only people that don't
have control that will happen to. It won't happen
to me." But it does (I-2/24-B43-B55).
Bonnie seemed to have developed certain ideas about
the qualities of someone students would see as a
"real teacher."

A real teacher was taken seriously, rather

than taken advantage of.

A real teacher maintained control

in the classroom with ease and kept students on task.

A

real teacher knew just what to say and do in each situation.
The problem was that Bonnie found these qualities difficult
to attain without taking on a role that was in conflict with
her initial stance on who she would be as a teacher.

She

reported that she was just not the kind of teacher she
thought she'd be (FN-2/15-74).
In the early days of her student teaching, even though
she was beginning to perceive the need for a teacher to be
an effective classroom manager, Bonnie felt considerable
disagreement with her cooperating teacher when Donna used
disciplinary techniques which Bonnie perceived as unduly
harsh.

An example of this disagreement was Bonnie’s

reaction to the incident, discussed earlier, with the
student who told Donna to shut up.

Bonnie insinuated that

Donna may have been partially responsible for bringing on
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the boy's anger, and then expressed disagreement with the
punishment Donna chose (sending him to the office and not
letting him return). Bonnie was saddened to think that the
boy1s grade might suffer because of this incident and its
consequences.
By the time of the incident with Katie, Bonnie was
struggling mightily with the problem of being a real
teacher.

She seemed not to recognize the similarity of this

occasion to the episode with the boy who became angry at
Donna, nor did she express much regret that Katie's grade
would be adversely affected by the punishment she chose,
even though she professed to have a "soft spot" for Katie
and a sympathetic understanding of Katie's "special story."
She was preoccupied by the need to re-gain control and
authority and, in searching for a path to this goal, had
become sensitive to what she saw and heard from other "real"
teachers.

She didn't like having to be "like that" (someone

who yells at and punishes students), and hadn't expected
that she would need to be, but she was beginning to think
that, given the behavior of her students, perhaps it was an
unavoidable part of being a real teacher.
The incident with Katie was not the only time during
this period of her student teaching when Bonnie chose
tactics which she had previously criticized and claimed
she'd never use.
B75:

...it took me a long time to get them into
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doing what we were doing yesterday.
J76: You said at the beginning of class you wanted
to get them on task as early as possible in the
first period.
B76: Yes.

So they are not all talky and everything.

J77: Which is something you had problems with
yesterday in, what was it, fourth period?
B77:

Yes, poor Peter's birthday.

J78:

Yes, poor Peter had to sit in the hall.

B78: But after I moved him out there, it seemed
like it did quiet him down some. I hate to pick
on one person, though...B79: He'll make little
comments and everyone around him will be
laughing and looking at him, you know.
...J80: And well...after you put him out in the hall
you were able to get going with the lesson?
B80:

Yes. I felt bad. I said that was one thing I'd
never do (put a student out in the hall). And I
just don't know why I did that. I just - well,
he's the source of it (students' talking). Maybe
next time I ’11 just move him over toward the
blackboard. But it still won't stop those
comments though.

J81: That's the kind of thing in the beginning you
didn’t think you'd ever do.
B81:

Because I hated that - to see kids outside.
They're not getting anything out there. But I
thought that by giving him an assignment out
there, he would get something. But he didn't
do it. He doesn't care about D-Hall.

B82: So that wouldn't motivate him?
B82: I can't think of any motivating factor. He
doesn't really care. He just laughs about it,
that he got another three days (D-Hall).
J83:

"So what?"

B83:

"So what's that - twenty-five days now I have?"

J84: Oh my goodness.
191

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

B84: So what do you do with that kind of student?
J85:

You don't see yourself as having any other
alternative.

B86:

No (I-3/8-B75-B86).

Bonnie had originally intended to celebrate students'
birthdays with special greetings, something which the field
notes show she did try to do (e.g, FN-2/15-71).

But instead

of a personal birthday wish from his teacher on his
birthday, Peter was punished for talking in class by being
put out in the hall to sit.

This was a disciplinary measure

Bonnie had seen other teachers use early in her student
teaching - and sworn she'd never use.

However, she became

frustrated when she found herself unable to implement her
lesson because of students’ off-task talking.

She

identified Peter as the instigator of the students'
disruptive behavior.

She felt that Peter simply didn't care

and that most of the traditional disciplinary actions used
by the school had no effect with him.

Seeing nothing else

to do, she made it possible to continue the lesson with the
rest of the students by removing Peter from the classroom
and putting him in the hall.
After struggling with a number of episodes such as
these, in which she felt that students' behavior prevented
her from engaging them in the activities of her lessons,
Bonnie finally began to succeed in her goal to feel more
comfortable in her role with students.

As part of this
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process of re-negotiating her stance toward her role,
she experimented with different strategies to try to achieve
the sort of classroom learning environment she desired
without sacrificing her care and concern for individual
students.
Seventh period has been going much better now. I
feel very comfortable with these students. Carl,
the inquisitive student, has been turning around
talking a lot. I got tired of yelling at him in
previous days. I’m afraid he'll think I don’t
like him or don't want his questions, so today
I just said, "Carl, you are so very intelligent,
so please use your mind and pay attention. Other
people may need to listen." I said this very
calmly and seriously. Oh boy, did it work!
(Jl-2/25-44)
The trend continued:
I thought today went beautifully. I felt relaxed.
I am becoming very comfortable...Discipline
problems are disappearing...1 made a conscious
effort to be polite to my students as they walked
in the door. I really enjoyed today (Jl-2/26-46).
In retrospect, Bonnie described the week in which this
shift in position began to emerge:
This week started out with a lot of anxiety and
frustration. On Monday I thought, "Oh well, it's
just because the weekend made me out of touch with
my school responsibilities." However, as the week
progressed my mood wasn't changing at all. Discipline
problems arose...I felt frustrated inside and I didn't
even realize it. I was trying so hard to do everything
perfect, but it seemed like I just wasn't doing well.
I had very little confidence. Finally, I realized
that I was very frustrated and I just gave up on pres
suring myself. Instead I simply went in with the
attitude, "I'll just do the best that I can do."
...I tried to greet the students coming in the class
room. This helped me relax and be in a better mood.
I took my time with attendance... I just took it easy
and I ended up doing good. I hope this will always
work. But you never know, what works one day may
not work the next (J-2/27&28-48).
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Instead of cataloging discipline problems and her
frustrations about her role, Bonnie's journal began to
reveal greater satisfaction with her interactions with
students in her role as "real teacher."

As the first entry

quoted below shows, her reflections began to take on a
lighter tone.

Bonnie was becoming more confident, more used

to things, and glimpses of her initial care for students
were re-appearing in her comments.
I felt relaxed all day and lunch was great! I
think even that made the day better for students
and teachers! All of the teachers seemed to be
happy and smiling during lunch and the students
seemed rowdier too! Those apple crisps will
do it! (Jl-3/1-52)
I had an all right day today. I felt pretty
relaxed with the students...These students are
getting really comfortable with me and now they
want to talk all the time. I've managed to keep
them under control though (Jl-2/29-50).
Overall, I have felt much better this week...
I felt more confident this week because of my
pep talk to myself last week. Monday and Tuesday
seem so long ago that I barely remember how I
felt, but I know that on those days I did feel
confident...Maybe I'm just getting used to the
whole situation (J-3/6&7-58).
They are are very likeable students.
like all my students! (Jl-3/7-60)

But I do

Seventh period went great. I got them settled
down very quickly and we got through the material
and I had a good time with it. I guess I just took
charge of class immediately (Jl-3/8-62).
I felt very relaxed today. I felt I had a good
amount of control the whole day...The day went pretty
good all day (Jl-3/9-64).
Fifth period went very well.
them today (Jl-3/10-68).

I felt relaxed with
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I felt very relaxed with the classes today. I enjoyed
today very much. The students seemed to be very
cooperative... Today was fantastic (Jl-3/11-70).
I felt very relaxed today...It went super great
(J-l-3/14-73).
Today went extremely well. I felt at ease with
everything and I feel I did a good job in general
the entire day. During the review, the students
were pretty attentive...they were very interested
in the videoptape...I really liked teaching them
today (Jl-3/17-79).
Today I felt very comfortable teaching. I felt
very confident...{Jl-3/24-85).
Today went well...I enjoyed today; it seemed to
go fast. I did morning, noon, and after-school
duty too! It was interesting talking with the
Civics classes about the cases on the "You Decide"
activity. I really enjoyed going over the Spanish
American War with fifth period too. I really
enjoyed myself today! {Jl-4/22-121)
Bonnie still encountered instances when students seemed
to disrupt class activities, and classroom control was still
important to her, but she seemed less disturbed by students’
behavior and her own reactions to it than she had earlier in
the semester:
Today started out bad but I made it through
without having a nervous breakdown!...Her (Donna's)
suggestion about how to organize the game was
helpful. I think this is sometimes how I lose control
of classes. I just do not have the beginning
structured enough. After third period the rest of
the day went pretty well. I didn't really get
uptight about anything today... (Jl-3/15-75).
Today I felt very uncomfortable teaching...Although
the day didn't go so well, I am not discouraged...
(Jl-4/4-90).
Today went pretty good. The ninth graders got a
little out of hand for their review game. I'll
have to tighten the reigns on them I suppose...
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Fourth period I didn't do much but they still
seem to talk a little too much and I feel like
all I do is yell at them. I'm thinking about
changing their seating arrangement (Jl-4/6-95).
Today started very shaky. I did talk with first
period about giving me a break. I explained that
this is my first attempt at teaching. I'm not
perfect and it is not easy...I hope this helps
my rapport with them (Jl-4/14-108).
Today went pretty good. I had a few discipline
problems but they didn't bother me...even though
I had a lot of disruptions in the class, we did
get a lot accomplished (Jl-4/21-119).
Bonnie seemed more able to explain and adjust to
students' disruptive behavior, to accept their behavior
without reaction, to use strategies other than "yelling" to
achieve control, or to accept those occasions when she felt
forced to discipline students.

On the last day of her

student teaching, her attitude toward her students was warm
and nostalgic.
Today was very special. I received hugs from
people I never expected to get them from. I
felt really close to everyone. I want to see
them again. I wonder how each one will turn
out and I would like to see them in the future
and see how they've grown. I would also like
to know that I had some impact on them (Jl-4/28129).

SUMMARY
Bonnie began her student teaching with positive
attitudes toward students.

she wanted to get to know them

and to affirm them as individuals.

She wanted to create a

positive learning environment for them and hoped they would
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be active participants in the learning activities she
planned.
Although Bonnie infrequently used the kinds of
"hands-on" methods that her initial stance on subject matter
led her to prefer, she maintained her stance that, in order
to learn, students should be engaged by the lesson,
regardless of the nature of the activity.

If the lesson

involved lecture/discussion, then students should be
attentive and they should listen, read, and take part in
discussion.
As a result of this stance, Bonnie believed that
students should not be engaged in behaviors that disrupt the
activities of a lesson.
anything that way.

She felt that they wouldn't learn

However, she hadn't really anticipated

that they would be disruptive.

She had observed that

Donna's students were, with rare exceptions, well-behaved.
She believed that "other" teachers, who had "no control,"
may face serious discipline problems in their classrooms,
but it would not happen to her.
Bonnie's discovery that disruptive student behavior
could and, in fact, frequently did occur in her classroom
led to her struggle with negotiating her stance toward her
role as teacher.

This process tended to focus on her role

as classroom manager and involved her in trying to convince
her students (and perhaps also herself) that she was a
"real" teacher.

A real teacher in her view, seemed to be
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one who is in control of the class, has authority, and is
not taken advantage of by students.

A real teacher knows

just what to say and do to successfully accomplish the tasks
of teaching.
Having just begun to wonder what she'd do as
classroom manager while observing Donna and other teachers
in the early days of her student teaching, Bonnie did not
have a clear stance toward this aspect of her role when she
began to actually teach.

In the face of unexpected and

unwanted student behaviors, and difficulty with maintaining
students' involvement in lesson activities, Bonnie began to
resort to actions based on the advice of other teachers or
derived from her initial observations.

While these actions

helped her achieve more control, she was painfully aware
that they were incongruent with her initial stance on
learners and learning and therefore did not fit with her
image of the kind of teacher she wanted to be.
For awhile, Bonnie seemed to try to convince herself
that these actions were necessary because of the students'
behavior and attitudes. They left her no choice.

She simply

saw no other alternatives.
Toward the last of her student teaching, Bonnie's
stance negotiation toward her role began to move into a new
phase.

She seemed to strive to reconcile her stance toward

her role, as well as toward learners and learning, with her
initial positions on these elements.

She tried to use
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alternatives to punishment in order to manage classroom
activities and to become more positive in her interactions
with students.

She became more confident about her role as

classroom manager and more comfortable with students.
Bonnie's stance negotiation toward her role was not
complete at the end of her student teaching; in many ways,
it had just begun.

However, she did see herself differently

by the conclusion of the semester.

She was becoming a

"real" teacher, although her view of what that meant seemed
to be changing.

In one of the researcher's last interviews

with her, she spoke of changes in her relationship with her
boyfriend, a student at the university who had been her
strongest ally and closest confidant in the early weeks of
her student teaching.

Her comments need no elaboration to

indicate that she had come to define herself, finally, as a
real teacher:
B13:

...We fought because he says I have changed.
I am a teacher now. I have needed someone to
tell about it, but he doesn't understand how
it is. If you are not a teacher, sometimes it
is hard to understand (I-4/18-B13).
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CHAPTER SIR;
STUDENT TEACHING

INTRODUCTION
The data presented so far have described Bonnie's
stance toward four of the five elements of teaching: subject
matter, learners, learning, and teacher role.

The remaining

category includes the data related to the milieu in which
Bonnie taught.

Because Bonnie was in a practicum, the

characteristics of the student teaching setting provided the
most salient aspects of her teaching milieu.
Donna's and Bonnie's stances toward this context, and
the ways in which their stances toward it interacted, formed
the opportunities and constraints for Bonnie1s teaching
during her placement at Jefferson.

This final category thus

represents the framework within which she negotiated her
stances toward the other elements of teaching.

As a result,

the data described in this chapter deal not only with the
setting of Bonnie's student teaching, including Donna's
participation within it, but also with its relation to the
categories of teaching discussed in the previous two
chapters.
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D.QNNA'S STANCE. TOWARD STUDENT TEACHING
Donna was a veteran cooperating teacher at the time of
Bonnie’s placement with her.

In an interview with her, the

researcher asked her about her perspective on student
teaching.
J3: How do you approach the task of being a
cooperating teacher...What do you do and what
do you want to see the student teacher accomplish?
D3: I'm here as a role model. Urn, that is a difficult
question. I never thought about this, Jody. I
just da. And I haven't really thought about it.
Yeah, I think, probably, that I am a role model for
that person. And I would like them to teach in a
certain way, but I don't want them to mimic my
efforts or every gesture. But I try to give them
somewhere to start, and to go from there and to
formalize their own procedure.
J4:

Uh-huh.

D4:

That is a tough question.

J5: It is?
D5: Because I never really thought about these things
(1-3/23-J3-D5).
Donna, though she appeared to be very decisive in her
actions as cooperating teacher, seemed to have a largely
implicit stance toward her role.

Being a cooperating

teacher was something she did/ not something she spent a
4

great deal of time thinking about.

She was aware, however,

that she wanted to be a role model for the student teachers
who were placed with her.

This did not mean that she wanted

them to do everything just as she did, but it did mean that
she wanted them to teach "a certain way" as a starting place
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from which they could move on to a style more uniquely their
own.
As she continued to reflect on her role as cooperating
teacher, Donna was able to expand her initial answer:
D6:

...J8:
D8:

Not only a role model. I think I am a counselor,
a little bit, with their problems...I have to try
to be a liaison between students and her and a
counselor for her...We have become friends and I
think that is a good role for a cooperating
teacher. A friend and a role model. You are
supposed to be the professional in the situation,
and they should be able to look to you for advice.
They should be able to look to you for confidence
at times. Role model, counselor, and friend. It
is real hard (to say). There are a lot of things
that I do. I can't tell you what I do. I catch
myself so many times during the day...helping her
along with things. And I do that for all student
teachers. Putting in extra little things: "If you
have your own classroom to run, this is what you
would do." I do that a lot of times. Or, "Watch
out for this, if this should happen."
We talk a
lot. You have noticed that. And you need that...
I hope it is not distracting to the students, but
before the student teacher ever comes, I try to
make them aware that it is a teaching situation
for her also, and that we will be discussing
things up there.
That is just part of the routine?
Right. But I think it is important because
sometimes by the end of the day when I have things
to tell her, they are just not as effective as
when I can stop right there and say it (I-3/26-D6D8)

As an example of her teaching function with Bonnie,
Donna described her strategy for helping Bonnie learn how to
administer a test effectively:
D65: The first time Bonnie gave a test, I let her go
ahead and pass it out and do what she thought was
best. And I guess at the end of the class period
what I did was to say, "You should have done it
this way," or, "It would have made it easier for
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you or your would have eliminated questions had
you said this in the beginning." And with the
feedback on that, they can try to readjust, and
also readjust from some things she had noticed,
and do it differently the next time. And that is
a teaching process. I guess the feedback that we
give them on how well it's done is teaching them
those procedures. I don't know how she can
survive without that feedback (I-3/23-D65).
These interview excerpts indicate that, as she
continued to reflect, Donna was able to identify other
aspects of her stance on student teaching.

She was not only

a role model, but also counselor, liaison with students, and
friend,

she saw herself in a "teaching situation" with

student teachers that involved her in giving them advice and
feedback, sharing observations and ideas, etc.

The

researcher mentioned that she had observed Donna talking to
Bonnie frequently, both before and after class.

Was this

something she intentionally did as part of her role as a
cooperating teacher?
DIO:

oh yes.

For two reasons. Number one, because
I want her to be successful in the following
class if there is something she has done
incorrectly or if there is something she has
done well. The students are still my
responsibility, so I want her to always do the
best she can in that situation. As I told her
on day one, "You are going to find that on the
the last day you are here, I am still telling
you things that you can do, and do better,
because I find that for myself also. I
constantly have to look at my method and my style
and think, 'How can I have done that better?'
And so you can't be offended if even on that
last week, I am constantly making suggestions."
That is the way I've handled all of them in between class, after class. I wouldn't
purposely go up and stop her and say something,
I don't think.
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J10:

But at an appropriate moment, as soon as
possible, you would (talk to her). So you
interact with her often at the end of every
period?

DIO:

Yes, I do.

Jll:

Not always, but often.

Dll:

And if I am not there, I go in and say, "How did
it go? What was good? Were there any problems?"
So that she will know I'm not abandoning her.
Sometimes that happens. Cooperating teachers
will go off and just leave, even for awhile. But
again, I feel responsible for the classroom,
whether she is teaching or I am teaching...(I3/23-D10-D11).

Donna felt a keen sense of responsibility for the
events and students in her classes, regardless of who was
doing the teaching.

In her view, the classroom did not

cease to be "hers" when a student teacher assumed teaching
responsibilities within it.
the student teachers.

She also felt responsible for

Her reputation was tied to their

performance.
D55: I feel responsible for these people. When they
go out to teach they are going to use my name and
this school as'having been part of their student
teaching (I-2/15-D55).
As a result of this sense of responsibility, Donna
believed that the student teacher placed in her charge ought
always to do the best he/she could and should always be
striving to improve, even during the final days of student
teaching.
well.

This was an expectation she held for herself as

She believed all teachers, novice and veteran alike,

should ask themselves, "How could I have done that better?"
Because of Donna's sensitivity on this issue, she was very
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alert to the times when she felt Bonnie did well and

those times when she felt Bonnie could or should have done
things differently:
D12:

...sitting hack and watching her (Bonnie) and
listening, I sit back there and think, "Oh,
that was good. I would have done it that way"
or, "Oh no! (laughs) That’s not the best way to
approach it." I have done those things and then
think of ways to change it.

J13:

It is not cut and dried for you as a teacher?

D13&14:

Oh no...It never can be. Student teacher or not,
it never can be cut and dried. That would be the
most horrible rut to be in - not to be open to
change at all.

Although Donna did not see teaching as "cut and dried,"
she expressed clear preferences for certain types of
teaching behaviors.

Thus she was very alert to the ways a

student teacher's decisions and behaviors differed from her
own.

There were some things she saw Bonnie do that she felt

she would have done the

same way.

Other behaviors differed

from her own. In relation to this, the researcher asked her
about the experience of watching a student teacher:
J74: Is it hard to watch a student teacher teach
your students in a way you wouldn't?
D74: Yes...Yes. It is hard to sit there and not
say anything.
J75: Do you ever find yourself trying to guide them
into doing it the way you would do it?
D75: It depends on if it is wrong or not. If I feel
that there is something wrong in the method, then
I would try to guide them back. And of course in
the beginning I do because that is what I am used
to. With my method of teaching, I like a pretty
structured classroom. But there are just not all
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times that that is going to be the case in all
activities. And I may not be comfortable with
that activity, and the noise related to that
activity, but I think I am open-minded enough
to adapt.
J76: so there are certain things that you see as
detrimental and in that case you might guide
a student teacher closer to the direction
that...?
D76: ...that I would take. Right.
J77: But you see a range of things as possible, even
if they are different?
D77: And I tell themthat I want them to try a
variety of things and that it is not, will not
always fit in with what I would do. But they
need to try that. They are here with me, you
know. If anything goes wrong, it is in my
classroom, not in theirs. This is the time to
make those mistakes, to see what is going to
happen. Not when you have someone observing
you (on the job) and it goes into a file.
J78: And their job's on the line.
D78: Right.
J79: If they are going to struggle with their first
attempts at all of those things, then...
D79: They need to doit here, rather than later on.
Because I can adjust much easier than an
administrator can, if it is a situation they
don't like. And I think that probably it would
be easier to take criticism and make adjustments
in this situation than it would be when she got
to her own classroom.
J80: Because this, by definition, is a learning
experience?
D80: Right, right. But as I said, if it is wrong wrong information or method - then I would
guide it in the right way. And I might even
object at that time.
J8l: Depending on the severity? Yea...I have noticed
that. When Bonnie gave some wrong information,
you...
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D81: And sometimes what I will do, rather than correct
her right there in front of the whole class because her credibility is important and the
"student teacher" label does not always earn the
respect that it should and I don't want to put
her down - sometimes what I will do is to go to
the student afterwards, individually, and I'll
say, "You were asking a question; I don't think
she understood what you were asking."
J82: Sort of a backhanded way of...
D82: Right, right. "Here is the information that I
think you may have wanted." That way. But then
I also tell Bonnie that she made a mistake. I
would do that on a one-to-one basis. I wouldn't
say, "You made a mistake." I'll say, "Did you
know this is the way it really is?" (1-3/23-J74D82) .
Donna seemed to want her student teachers to begin
their initial teaching experiences using a style similar to
her own.

However, she then wanted them to begin trying

other ways of doing things, even though these ways differed
from her own personal teaching preferences.

She saw her

classroom as a safe place for a student teacher's
experimenting with various approaches, because she "could
adjust" and give corrective feedback in a more risk-free
setting than the student teacher's first job would be.
Despite Donna's support for experimentation, she
believed that there were certain "right" and "wrong" aspects
of teaching.

While she wanted to provide her student

teachers room to explore alternatives, she also felt an
obligation to correct the things she believed they did
wrong.

However, she tried to find ways to provide
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criticism or correction that would not "put down" the
student teacher or embarrass them in front of students.
Donna believed, on the basis of her own experiences,
that becoming a good teacher was a process.

Although a

veteran of nine years of teaching, she also saw it as a
process in which she was still consciously engaged.

As a

result of her desire to acquire new ideas and improve her
own teaching, she saw opportunities to learn from Bonnie, as
well as to teach her:
D14&15:

...The town meeting - that was a good activity.
...I even brought that up in the class I'm
taking...I think that was a fantastic activity,
and I told her (Bonnie) that and tried to make
her feel real good about that. That is
probably something that I will take from her
now, and I'll probably use it next year...I'm
learning from her as she is learning from me,
although I hope I am more of the teacher in this
situation (I-3/23-D15).

While these aspects of Donna's stance on student
teaching relate to her position on student teaching in
general, there were some aspects of her stance toward
Bonnie's student teaching that resulted from her experiences
with a previous student teacher.

A student teacher had been

placed with Donna the year before who had encountered
serious difficulties with learning to teach.

These

difficulties (such as inadequate planning, poor time
management, giving students incorrect factual information,
etc.) had become increasingly worse as the semester
progressed, causing Donna to believe that "the best possible
job" was not only not being done in her classroom, but was
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becoming an ever more elusive goal as time went on.

These

experiences, by Donna's own admission, altered the way she
approached Bonnie's student teaching.
D16: I sometimes catch myself saying, "I had a
(student) teacher one time who
And I
don’t want to do that in that manner. It is
because of all those negative things I saw
with Denise. I don't want that to happen to
her (Bonnie) and I try to keep them from
happening by anticipating and I warn her about
it before. I think Bonnie did some grades,
three classes of grades for me...She did them
incorrectly and I felt that hostility which
was there with Denise: "Oh my goodness, she has
been doing this now for two months. Why can't
she do this correctly?" I had all those feelings
again, and I had to readjust myself and admit
there is a reason for this and it is not at all
like it was last semester, last time. I catch
myself warning her not to do things. She will
say, "I have to work tonight," and I'll say, "You
still have your plans to do for tomorrow, even
though you have to work." She'll say, "Yes."
But I am trying to keep her from that situation
that I had to call Denise down for (I-3/23-D16).
In part, Donna blamed herself for Denise's inability to
progress in the process of learning to teach.
D17:

...You know, in some ways, I feel responsible.
I should have seen that coming (Denise's
problems). I don't want Bonnie to get to that
point (I-3/23-D17).

Donna didn’t want Bonnie to encounter problems with
learning to teach.

She was aware that Bonnie was not the

same kind of student teacher as Denise, yet also fearful
that similar problems might arise if she wasn't observant of
her potential to prevent them.

The researcher asked Donna

if any of her worst fears had been realized in her
observations of Bonnie.

She replied, "No, it's nothing like
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last semester" (I-3/23-J31-D31). Yet, because of her
experiences with Denise, and her strong sense of
responsibility for every student teacher's performance in
her classroom, she was very sensitive to any indication that
a mistake Bonnie made or an aspect of teaching with which
she was struggling might be an indication that Bonnie was
headed for serious difficulties.

This sensitivity led her

to try to prevent problems from arising by "warning" Bonnie
of things that needed to be done by a certain time or in a
certain way.
D24:

I can remember going through with Denise and
saying, "You have to look at your priorities
each night." Right before I left for the show,
that is what I did with Bonnie: "List everything
that you are going to be doing these days" (the
two days Bonnie would be back at the university
for job interviews). And I'll be darned if when
I came back Monday morning...she had listed for
me all the things she wanted to do and her
priorities from that. But I find myself going
back and measuring what she has to do with
reference to what happened that spring (with
Denise) (I-3/23-D24).

On another occasion, Donna reacted strongly to Bonnie's
forgetting to have her plans for the next week turned in by
Friday:
D54:

...There was one time when she came in without
the (weekly) plan and had to do them over the
weekend and have it Monday for me. And I was
very firm with her and told her that the
principal expected me to have them in and I
expected her to have them in Friday also
(I-3/23-D54).

Donna recognized and expressed some regret about the
impact that her experiences with Denise were having on her
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behavior with Bonnie:
D59: I still sit and think about that (the situation
with Denise). It haunts me. Maybe it is
unfortunate that she (Bonnie) is coming right
after that. I find myself saying things to her
that, how can I say this, are stricter. Even the
the little things now I bring to her attention
that with Denise I would let go, thinking that
they would correct themselves...
J60: So now you are bringing up more details?
D60: Right. Everything. Subject matter. I cautioned
her about being prepared. Record keeping. If
we are going to have a test today, it should be
done today. I don't want any excuses. (Laughs)
And she hasn1t given me any excuses.
Not only had Donna been affected by Denise, but she
felt her ninth grade students had also been affected by
theirexperiences with Denise

during their eighth grade

year:
D67: The students I have are still talking about that
situation. In fact, this morning, first period,
we were going over the process of impeachment and
the little guy who sits in front said, "Look who
we had last. That's why we don't remember." I
thought, "Oh, I'll have to re-teach that to the
ninth grade." But that's the impact of a bad
student teacher. That's why we have to be so
careful in the school system. I can imagine the
stories that came out about that. And that's
part of the reason why the first period American
history class this year - most of the students
I had last year - say they will not have a
student teacher this year. They do not want to
be taught by a student teacher. And I said, "That
is not fair. We are having a student teacher.
She will be teaching you, even if only for a two
or three week period." I said, "I'll be
monitoring the situation very carefully. It will
be fine" (I-2/15-D67).
Donna's experiences with Denise clearly affected her
stance toward Bonnie's student teaching.

However, as a
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veteran cooperating teacher, she saw patterns in the student
teaching semester which transcended the unique aspects of
Denise's experiences.

These patterns, which she had

discerned over time, after a number of student teaching
semesters, were also part of the stance which shaped her
expectations of Bonnie.
J46: ...How many student teachers have you had now?
You have had quite a few?
D46: Yes.

There must be eight or ten.

J47: Do you see patterns in what they face in these
weeks of student teaching or is every situation
unique? How do they compare?
D47: There's a pattern. The only one who didn't fit
the pattern was Denise; that was a totally
different situation. They start out being excited
about being here, wanting to get started right
away, coming up with a lot of new ideas. Like the
introductory exercises. She (Bonnie) was excited
about that. And they all do it. They all come
with some neat, interesting things for themselves.
And then they start out by having excellent plans
which they try to work into the classroom. They
resent the extra other things - like the
announcements over the intercom, having to take
roll, the tardiness - all of that is interruptions
that impede their lessons that they didn't account
for. So I think that the classroom management
part of it they do not account for in the
planning part. But they all, well, I think there
is a great anticipation of going and doing their
best - most of them that I've seen. Now, after a
month's time I see them go through a period of
let down. They have been here a month. It is
more of the same thing. And now there is even
going to be more responsibility because they
have had another class added on - two preps.
They are tired. The routine is not what they are
used to. And there is a period where I pull
them along with a lot of positive reinforcement
on my part. And there have been a couple of
days when I've let them go early just because
they need to get outside for a change of scenery.
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And then, in the last month, we see another
uplifting. They are anxious to get out. They're
trying their best again because their final
evaluation is coming up and they want to get
everything - all the requirements - in at the end
and do their very best. But that middle time is
when I see a real down period (I-2/15-J46-D47).
Donna's experiences with numerous student teachers had
affected her view of student teaching.

She was able to

identify commonalities among student teachers.

The

constructions of student teaching that she revealed were a
product of several years of stance negotiation.

Although

the subtle processes and individual experiences which had
created this product were not fully visible, there were
certain aspects of her stance which she identified as having
been present when she initially took on the role of
cooperating teacher.

For example, when asked if her plan

for "phasing in" student teachers was based on the patterns
which she saw in student teachers, she replied that she had
done that from the beginning.

She explained why:

J49: Is having that experience with them why you
phase them in? Was that a choice based on
your experiences with student teachers or have
you done that from the beginning?
D49: I have simply done that from the very beginning.
The student teacher is not prepared when they
come to teach six classes, to plan. They don't
know the routine of the day. To put them in the
classroom and have them teach six periods is
unrealistic. It would be a disaster for them.
It would ruin the whole time and it would be
no good for the students either, so I have
done it right from the beginning - just phased
them in very gradually. And also, in my method,
which most people don't use at this school, I
give them a two week observation and planning
time. I usually don't start them until two weeks.
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I think they have to feel their way around the
school. They have to sit in on the class. They
need to sit in other classrooms and they need to
be here and focus their thoughts on the school
and to plan. That's what I did with Bonnie. I
told her to go over and look through the
materials, plan, get her thoughts on what she
was going to do - even long range planning. So,
I give them an adjustment period here in the
school.
It also builds the anticipation as a
teacher. They are really anxious to get into
it then (I-2/15-J49-D49).
Part of this aspect of Donna's initial stance on
student teaching may have been derived from expectations
communicated to her from the university (which encourages
"phasing in" student teachers).

However, it was also clear

that she felt rather strongly that student teachers weren't
"ready" to assume full teaching responsibilities upon their
arrival at their student teaching placement.
time to adjust,

observe, and plan.

They needed

Then they needed to

assume the teaching load gradually.
This part of Donna's approach to student teaching was
congruent with,

and perhaps derived from, her view of how

she had learned to teachthe social studies.

She saw her

current style of teaching as having emerged over time
through her continued teaching experiences.

She appeared to

value highly the lessons about teaching which were learned
through practical experience.
D16: ...Social studies is what you make it. I mean,
you have to be an actor up there and give the
information and I do that lots of times. You
haven't seen it, but I was telling Bonnie, it's
almost time for me to wear my captain's dress.
And she said, "What do you mean?" I said, "When
the Germans sink the Lucitania, I have an outfit
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that goes along with it.” So those are the little
things you have to do. It helps me and it helps
the kids get through it...D20: But you know,
my first year, I was probably real dry and went
right by the book. It takes some time J21: - to develop?
D21: Right. And to make yourself aware of the
information that's available to you...If you
know you're teaching that, or if that's
something that you can give your kids, you pay
special attention to it. You go and look for it
or find it on your own time. I don't think
student teachers develop that, because they have
so many other things to worry about. They're
concentrating on their procedures. There is
paperwork that has to be done...You know, the
extras you just don't have a whole lot of time
for...
J22: ...That is something Bonnie said the other day.
She just didn't know there would be so much.
D22: They all say that...D24: ...They have to
experience that...They don't understand the
demands of it.
Later in the interview, the researcher brought Donna's
attention back to the issue of how she got to be the kind of
teacher she is.

As she discussed her stance negotiation

toward various aspects of teaching, she emphasized again the
importance of experience:
J34: What you said about almost being an actor as important when you are teaching history.
almost have to be a performer?

You

D34: I do some really corny things - cracking jokes and
putting information on the board. The kids make
fun of me and laugh at me. You know that they are
doing it in a joking way, but they like that,
too. You know, they'll come back and say, "Do you
remember that joke that you told on that?" That
reinforces me to keep doing it, even though I feel
foolish about it. (Laughs) You know, I have to
entertain myself, too.
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J35: Have you done that sort of thing from the very
beginning?
D35: No. No. As you become more comfortable with it,
then you become more comfortable putting in extra
little things. But you have to be really sure of
yourself and what’s coming next. That is what
Bonnie says all the time, "I don't know what to
say. I get up there and I don't know what to
say." well, most times now, because of
experience, I don't have that problem. I can
just get up there and I can go through it,
especially a lesson in Civics, and talk the
entire time. But that comes with experience.
J36: You've got that part of it down pat, and that
gives you more freedom?
D36: That gives me the confidence to throw in all that
extra acting stuff...D47: I think my first year of
teaching was pretty much like my student teaching.
I was preparing every night for what I was going
to do the next day, because all the material was
unfamiliar insofar as I had not been exposed to it
before. And that was pretty much my first year trying to throw in something innovative now and
then. And then, the second year, I probably
realized that I was even boring myself and that
I had to do something. And I'll tell you what I
did do. I read. I started looking through
periodicals for information on things that other
teachers had done - other ways to present
material. And then my second year I did as much
planning as I did my first year, but in trying to
find extra information to put in - those little
extra things.
J48: First the basic content?
D48: Right.
J49: And then the occasional innovative method for
teaching that content?
D49: Right.
J50: And then extra information and methods to use?
D50: And now, I still can't do the same thing year
after year. I still look for ways to do different
things. I have mail order books that I look
through for other teaching methods, that other
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teachers have used. Social Education - I look
through that occasionally to get ideas. But I
don't know; it is myself coming to the realization
that I need something in the classroom to keep
those kids interested. But it wasn't something
that I learned (in college). It was something that
I realized that, in order to fulfill what I wanted
to do in the classroom, I had to find another way
to teach, rather than, "Here's some material,
here's the questions." I had to make it
interesting, but nobody taught me how to do that
in my methods classes. They can teach you theory.
They can teach you what you should and shouldn't
do. But unless you experience it. Unless you
care about what you're doing in there, I don’t
know, nobody can teach it to you.
J51: You did it to fulfill what you wanted to do in
the classroom. Can you put some labels on what
it is that you wanted to do, that led you to that
process?
D51: Social studies. When you say social studies to
anyone, they say, "Oh, how boring." And that was
my primary goal, to make it interesting enough
so that students didn't feel like that every day
they walked in. There are those days, of course,
when you just have to give information. But there
are other days that you can do other things. And
on those days that you do, when it is just a
matter of giving out information, you can do it
in a manner that is more interesting.
J52: You were trying to make it more interesting.
D52: That was my primary goal...
...J70: ...what about knowledge of students; is that
also something you have had to develop over
time?
D70: Right. You see, year in and year out, you can
see the same students. It's just the type of age
they're in. But you have to deal with different
personalities... it comes from working with them.
I think that some of Bonnie's reactions in the
class are not always well thought out because
she has not had time and exposure with this
group, with this age level. And again it comes
with experience. You know, when I was a young
teacher, I probably lost my temper, I know I
did, much easier. And now I kind of sit and
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look at the age group and try not to get in a
power struggle with them. Act as the adult
in the situation. Deal with it in that manner.
But that comes with experience also (1-4/21J34-D36, D47-D52, J70-D70).
Donna believed that practical teaching experience, not
her teacher training, had shaped the kind of teacher she
had become (and was still becoming).

Through her

experiences, she had acquainted herself with the demands of
teaching and learned to become comfortable with the
fundamentals of content and methods and the charactersitics of
junior high students.

Through additional experience, she was

able to move beyond these basics to the "extras" which she
saw as necessary to fulfill her goals for teaching.
Donna saw student teachers, due to their lack of this
important classroom experience, as not being fully prepared
to teach.

She therefore structured their student teaching

around a careful plan for easing them into full-time
teaching.

While she wanted her student teachers to assume

more and more decision making responsibility, she never
ceased to be an active participant in their student
teaching.

She wanted to share with them the lessons which

experience had taught her and to show student teachers the
ways they could continually improve their teaching, just as
she sought to improve her own practice.

She therefore

interacted with her student teachers frequently during the
day, advising them on additional or better ways to approach
a task, correcting information or method when she felt an
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error had been made, and sharing information and
expectations.
Correcting and advising were not the only strategies
she used.

Donna also saw patterns in student teaching that

made encouragement and positive reinforcement necessary to
help student teachers succeed.

Their successes should be

celebrated and they should be able to depend on her for help
to get through the rough spots.

However, because of recent

experiences with a student teacher who did not fit her
pattern and who had great difficulty meeting Donna's
expectations, she found herself being particularly "strict"
with Bonnie.

Her keen sense of responsibility for all

events in her classroom led her to "monitor the situation
carefully" and to comment on small details in Bonnie's
teaching in order to prevent a repeat of the semester she
had spent with Denise.

In doing so, she seemed to be

responding to concerns not only for her students' learning
and for Bonnie's professional development, but also for her
own reputation as a classroom teacher and teacher educator.
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BONNIE IS STANCE IQHABD STUDENT TEACHING
Bonnie shared her initial thoughts on student teaching
in an early interview.

She discussed the role of "pressure"

in her student teaching and the major goals she had for
herself when she entered her practicum.
J53: ...I am sort of picking up from your journal
entries that you put a lot of pressure on yourself
to do well.
B54: Yeah, I do. I think that comes from my dad. You
know, he is always saying you have to do well.
He has always had that pressure there, but I've
always had it on myself too, because I wanted to
live up to what he wanted me to do. I really
feel there's a lot of my own pressuring’of
myself.
J54: It is something that you impose on yourself.
B55: Uh-huh, I've done that for a long time. It works,
though.
J55: It is not new to this (to student teaching).
You've always done it.
B56: It's always been there. Grades, you know, a
certain honor or something, being in the honor
society, the top ten, whatever. It's been there a
long time.
J57: OK, so what would you say would be some of
your other goals coming into student teaching?
And I'm not suggesting that you sat down and
(B: and wrote them down!), yeah, consciously said,
"Well, here are the three or four things I'm going
to accomplish this semester," but, just in a
general way, what did you think this semester
would be about, this student teaching?
B58: Well, this is really where I am going to find out
if I want to be a teacher or not. This is really
where I am going to see how it is. I mean, how a
teacher is. And I anticipated that there would be
a lot of things that I didn't know, that I would
take into consideration before (I decide) whether
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or not I want to be a teacher myself. Dad wants
me to go to law school. I was thinking, "I don't
know whether I want to be a teacher." Coming here
will tell me. (Conversation interrupted by others
coming into room).
J59: (After others leave) Let's go on. Let me
paraphrase what you just said. You feel that this
is a time for you to find out what it is really
like. And you are saying that you didn't know
exactly what it would be like, that one of the
things you want to do is to find out if you
really want to be a teacher or not. Your dad
wants you to go to law school?
B60: Yeah, he wants me to do that, but I don't want to.
J60: You think you want to be a teacher, so this is the
place, the time, to find out if that is really
true. OK, now. What were you saying, that there
were some other things?
...B62: OK, let's see...I did want the students to like
me, I mean that's the most important thing. It's
important because that can tell you right there if
you should be a teacher or not, you know. I
wanted to perfect the teaching methods that I have
been taught. To see them in action. You know
what I mean?
J62: To try them?
B63: Like inquiry, to actually do that. That's one
thing that I wanted to do. See, I can do it on
paper, but let's see if it really works in the
classroom. And just to be here, just to get
through the experience.
J64 : To get through it.
B64: To succeed at it. Because I didn't always expect
to succeed. I thought, "I'll get too nervous..."
J65: You mentioned to me the very first day that I
talked to you, the very first day this semester...
you said that you didn't know if you would be too
nervous to talk in front of a class. That was
something you were concerned about. So you had
some questions about that: "How is this going to
go? Will it go well or not?"
B65: Yes.

At that point, I was thinking I might not
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be a student teacher. Actually, I just really
surprised myself that I could get up there every
day and talk, because every •time I have gotten up
in front of people before, every time it had been
so nerve wracking.
J66: It has been something that made you nervous?
B66: ...I just thought, "I can't do that every day.
The kids will never learn anything and they'll
kick me out." And I was afraid
of that. So,
I thought, one goal was to work
on that. That's a
goal.
J67: It sounds like opposite sides of the coin there.
I mean, that you want to do well, you grew up
wanting to do really well - make good grades, be
in the top ten...pressure to really achieve. And
the other side being the fear that you will fail,
that you will get kicked out and won't make it...
B67: And you think those at different times, too. At
the beginning, after a couple of days, I thought,
you know, today is going to be great. A coupleof
days later I was saying, "I may
not make it
through this." it is really scary (I-2/15-J53J60, B62-B67).
Bonnie approached her student teaching with a variety
of thoughts and feelings.

She brought her initial stances

on subject matter, learners, learning, and teacher role,
which were discussed in Chapters Four and Five.

She also

brought some overall goals for her student teaching.
she wanted to do well.

First,

This was a trait she felt she had

initially acquired from her father, but she also took
personal responsibility for the pressure she exerted on
herself to achieve.
While she wanted to do well, Bonnie was afraid she
would fail so completely that she would be "thrown out."
One aspect of this fear centered on the fact that she had
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experienced considerable nervousness in the past when
required to speak before groups.

Since teaching required

her to be in front of classes every day, a very basic goal
she had for herself was just to "get through it," to prove
to herself she could do it despite initial nervousness.
Bonnie also wanted to determine whether or not she
really wanted to be a teacher.

Although she believed that

teaching secondary social studies was what she wanted to do,
her career decision was complicated by her father’s hope
that she would go to law school instead.

Therefore, she saw

student teaching as an opportunity to clarify her career
goals.

Part of this clarification was finding out if

students would like her in the role of teacher.
Finally, Bonnie also saw student teaching as an arena
for trying out those things she had learned in college.

She

knew, for example, that she could successfully plan an
inquiry lesson "on paper."
classroom?

But would it really work in a

She believed student teaching provided an

opportunity to test in practice what she had learned in
theory in her professional education courses.
Much of Bonnie's initial stance toward student teaching
thus cast her practicum semester in the role of a test or
experiment.

She intended to test her abilities, her

career goals, her knowledge of methods, her fears and hopes
against the experiences which student teaching would
provide.

Out of the crucible of this experience she hoped
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would come a clearer understanding of teaching and of
herself as teacher.

Z H K INTERACTION

OS. BONNIE'S

A N H DONNA'S STANCES

As indicated previously, Donna believed that she, as
cooperating teacher, had an active role to play in student
teaching.

Her usual sense of responsibility toward this

role was heightened during Bonnie's student teaching because
of her problems with Denise, the last student teacher with
whom she had worked.

As a result, Donna was an active and

vocal participant in Bonnie's student teaching, alternately
offering advice, praising, giving instructions, providing
constructive criticism, warning against potential mistakes,
etc.

These interactions were prompted by, and constructed

according to, Donna's own stances toward teaching and
student teaching.
Although Bonnie understood that she had much to learn
about teaching, she did not enter teaching as a "blank
slate."

As has been seen, she had already constructed

initial, though somewhat embryonic stances on the elements
of teaching prior to her student teaching experiences.
These set the stage for the nature of the further
negotiation her stances would take.
Donna's role as cooperating teacher was a crucial
variable in the mix of experiences Bonnie faced as a student
teacher, and in Bonnie's ongoing stance negotiation.

The
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1

ways in which Bonnie's and Donna's stances interacted helped
define the context of Bonnie's student teaching.

Bonnie's

stance negotiation throughout the semester was therefore
impacted by three main influences.

The first two - her

initial stances and her practical experiences while student
teaching - have already been discussed.

The third major

influence was comprised of the opportunities and constraints
she experienced over the course of the semester as the
result of her perceptions of and interactions with Donna's
stances.
Bonnie's initial good feelings about her placement and
the experiences she would have there included very favorable
impressions of Donna (FN-1/26-2).

She appreciated the time

she had been given to observe and plan in the first two
weeks of the semester.

With few exceptions, her

observations led her to an admiration of Donna as classroom
teacher.

She was pleased that she had been assigned to

Donna for student teaching.
Donna showed me where the Xerox machine is located
today. 1 am very pleased that she is my cooperating
teacher because she has been helpful all along
explaining things such as tardy policies, detention
hall slips, and introducing me to the other teachers.
I feel she is sincerely interested in my experiences
as a student teacher and she has been very helpful
(Jl-1/27-3).
As Bonnie began teaching, Donna stayed in the classroom
with her and established a routine of conferring with her
frequently during the day.

The field notes show that Bonnie
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and Donna interacted before and after nearly every class,
before and after school, during the morning planning period,
and during lunch to discuss Bonnie's planning and teaching.
On most Fridays, Donna reviewed with Bonnie her weekly
evaluation.

Because the days were fast-paced and full of

activity, these discussions tended to be brief, although
frequent.

They also tended to be task-oriented; they

focused on the giving and recieving of information on
immediate problems and needs, rather than on extensive
reflection on overall perceptions of events.
During these exchanges, Donna often gave Bonnie
suggestions and advice which were based on her own
understandings of teaching and which Bonnie then attempted
to implement in subsequent lessons.

Bonnie's journal

contains a number of references to the help which these
suggestions provided in improving some aspect of a lesson
(e.g., Jl-2/15-26).

Donna, in turn, was pleased with

Bonnie's reactions to advice and constructive criticism.
D73: She accepts criticism very well and always has
attempted to make even the slightest change that
I have suggested. You know, she does that very
well (I-3/23-D73).
Donna achieved her goal of being a role model for
Bonnie.

Her way of doing things was indeed the starting

point for Bonnie's own teaching.

The researcher observed

both Donna and Bonnie teach, and the field notes of these
observations show that the central feature of Bonnie's
method, the "lecture/discussion" technique, was also the
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focal point of Donna's style of teaching.

To illustrate

this, an excerpt from the field notes outlining the
activities of a class taught by Donna is shown below.
(This section of the lesson was preceded by an oral
quiz). D: "Turn to page 376." Notes the nature of
their homework from Friday - said this would be their
notes but they needed to finish section 3. Has student
begin reading (asked for a volunteer). Discusses
material with class; asks student to go ahead with
reading. Questions class on content. Next section is
read by a student. Goes on to reading of next section
with no discussion. Says "good" after a section is
read or a question answered correctly. Emphasized key
points in section on purchase of Alaska. Section on
Grant is read. Gives examples of corruption in Grant's
administration, which she explains she looked up in
another book. Explains political machine in New York
during Grant's presidency. Asks a student to read.
Questions class on who opposed Grant in election and
on related issues. Asks student to read next part.
Asks what has happened up to this point. Discusses
this and explains situation, then tells student to
continue reading. Expands on the content in text.
Questions class on material. Often calls on students
who haven't volunteered to answer (e.g., called on
Linda, let her pass, told her to be ready, called on
her for next question). Ends class with 4 minutes left
(FN-2/22-100-102).
In addition to adopting the "lecture-discussion"
method, Bonnie also used Donna's strategies for other
aspects of teaching, such as classroom rules and procedures.
The advice which Donna frequently gave Bonnie strengthened
the similarities between them, since she was suggesting
changes in Bonnie's behavior based on her own stances on
teaching.
Although Donna did not spend as much time in the
classroom with Bonnie toward the end of the semester as she
had in the beginning, the pattern of their interactions
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remained quite consistent.

They continued to confer

frequently and Donna maintained her role of advice giver, as
she had told Bonnie she would, through the last days of
Bonnie's student teaching. For her part, Bonnie continued to
take Donna's suggestions seriously and to try to make
adjustments in her teaching according to the advice she
was given.
At face value, the nature of this interaction between
Donna and Bonnie seemed fairly straightforward.

Donna gave

advice and Bonnie tried to implement this advice.

Beneath

the surface, however, were subtleties underlying this
interpretation that began to gradually emerge from the data.
This deeper layer of analysis revealed that the nature of
the interaction between Donna and Bonnie during the student
teaching semester was the complex story of two people, each
with a distinct personality and set of experiences, and each
in a different role relative to student teaching, attempting
to understand one another on the basis of often incomplete
information and trying to act on the basis of their own
stances while confronted with the unavoidable presence of
the other's.
In the early part of the semester, it was the lack of
knowledge about Bonnie’s stances which had the most impact
on Donna’s perceptions of her new student teacher.

She had

difficulty ’’reading" Bonnie's point of view and felt that
Bonnie was reluctant to share much with her.

she wondered
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if Bonnie was different when she was not around.

D6: Does she perforin differently when I'm not in the
room? Have you noticed?
J6: No, she doesn't. There are no differences...
D7: Other student teachers have sort of clung. They
tell me everything right off and try to get real
close, but Bonnie is different. She holds back a
little bit. She doesn't say a whole lot about
her personal life. She'll ask me what is right or
wrong. Accepts constructive criticism well, she
takes that into account. But her emotions - I
don't see too much of that. I feel that may be
somewhat of a problem with her teaching. Because
she is not able to let me in. I think that
sometimes enthusiasm is lacking in her teaching...
or maybe it's she needs more to feel as if she is
liking what she is doing.
...J10: Well, when she talks about something that made her
uncomfortable, she qualifies it by saying, "I really
like this, I enjoy it," or, "Some things are
different than I expected, but I still really want
to teach."
DIO: She never expressed that to me, that she likes
this. Maybe I have never asked her really, how she
feels, as far as teaching goes. I have not
discussed that with her. I think it is too early
yet.
...J13: You seem, not only with her, but with other student
teachers I have seen you work with, to want to be
very collaborative with a student teacher.
D13: (Nods in agreement). I would feel more comfortable
with her if she would just open up and express her
feelings and concerns with me. But I have to pull
them out of her. The other day, it must have been
yesterday, I walked in after one class - fourth
period. (Bonnie said) everything went well, instead
of, well, I expected some concern that she had, but
possibly everything did go well from her
perspective of it. Maybe I need to see some
evaluation of herself and see how clear she is of
herself to determine how she is feeling about it
(I-2/15-D6-D7, J10-D10, J13-D13).
Donna was experiencing difficulty in gaining access to
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Bonnie's true feelings and perceptions.

On the one hand she

acknowledged that she hadn't asked Bonnie about her
feelings, but on the other she felt it was too early in the
semester to question her in that way.

Besides, in her past

experiences, student teachers had quickly volunteered
information about themselves and had sought to be close to
her.

Bonnie was somewhat different; she tended to hold back

her emotions.
Donna was clearly concerned about this.
Bonnie would be more open with her.

She wished

With incomplete

information, she was left to speculate on the causes and
meanings of the problems in Bonnie's stance negotiation.
For example, there was the Friday (discussed in Chapter
Four) when Bonnie's problem with knowing what to say was so
pronounced that she was virtually unable to complete a
lesson.

Donna had been sympathetic and supportive of Bonnie

at the time, encouraging her to do whatever would be helpful
to regain her composure and get ready for her next class.
Later, however, Donna spoke of her inability to understand
the source of Bonnie's difficulty.
Jl:

She is keeping a journal for me and (in the
beginning) she was very certain about what she
wanted to do and how she wanted to do it...and
I just didn't see uncertainty in her...then,
along about Wednesday -

Dl:

- and Friday it really came out.

J2:

Friday, it really came to a head and I guess she
shed some tears Friday afternoon, but I was
wondering what your opinion was of what she went
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through...
D2: ...She doesn't share a whole lot of that with me.
I knew something was wrong and I tried to talk to
her about it, but she wouldn’t share it with me,
I think for fear of maybe, 1 don't know, whether
it was fear that I would think less of her
teaching or she didn't want me see her break down,
but I could tell she wasn't feeling that well
(about it) herself. I ran into her Saturday and
I didn't mention it. She mentioned it - about
having a bad day (on Friday), and it was going to
be better on Monday, and she had everything
together now. But really never much on what the
problem was. Because she seemed to be planned; it
just didn't seem to carry through. And she became
very frustrated in class. Did you notice that?
J3: Yes, she D3: - she lost her train of thought (1-2/15-J1-D3).
Throughout this interview, Donna speculated on what
might be some sources of difficulty for Bonnie, such as her
home life (about which Donna knew very little), not knowing
the students well enough yet, not yet being comfortable in
her role in front of the class, etc.

Donna was only able to

hypothesize, however, not draw firm conclusions, because of
how little Bonnie had shared with her. There had been one
incident which she felt gave her some insight:
D32: There was one thing that she cleared up with me.
That first day, I asked her if she smoked. She
told me, "No." And last week, it must have been
last Friday after all this, at the end of the
school day, she said, "I have something to tell
you. I will never lie to you. I do smoke
occasionally." She said, "I didn't want to tell
you because I didn’t want you to think less of
me." That's how she portrayed that. I said,
"That's fine!" But she said, "I talked about it
with another teacher because I really needed a
cigarette from him."
J33: I'll bet she did (need a cigarette), if she's
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a smoker!
D33: She said, "So I went into that other room, and I
hid and talked to them about how I should tell you
or if, and they suggested that I do.” She said,
"so I have to tell you." And I said, "That's
fine. There was no reason not to; if that is what
you do, that's fine with me. There is no problem
with that." I thought that was amazing. That's
part of what we are seeing - that she doesn't want
to have a tarnished image.
J34: That's very important to her?
D34: Right, right (I-2/15-D32-D34).
While Donna didn't know what Bonnie thought or felt
about many aspects of her student teaching, she was
beginning to suspect that one of the reasons why Bonnie
didn't share more was her concern for how she would be
perceived.

Bonnie's confessed fear that Donna might "think

less of her" if Donna knew that she smoked occasionally
helped clarify for Donna that Bonnie's reluctance to confide
in her probably stemmed from a desire to maintain an
untarnished image.

While this understanding didn't help

Donna gain access to Bonnie's perceptions of teaching, it
did help her explain why Bonnie had not sought the same
closeness with her that she had experienced with other
student teachers quite early in their practicum semesters.
With or without detailed knowledge of Bonnie's
perceptions, Donna saw herself as responsible for
continuing to carry out her role as cooperating teacher in
relation to Bonnie's teaching.

Based on her observations of

Bonnie and her own stances, Donna held certain expectations
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for Bonnie's teaching at various stages of the semester.
She "looked" for certain things based on what
skill/abilities she felt Bonnie ought to be exhibiting at
certain points in her student teaching and according to what
her observations led her to believe Bonnie needed to work to
improve. For example:
D69: ...I see her using her voice more and I also see
her moving around the classroom...That's what I
wanted her to accomplish this week. And then
acting as if she enjoyed it more. A couple of
times I have seen that. Now if she continues to
follow the suggestions that I make to her, I feel
that my expectations will be met...(I-2/15-D69).
...D73: I think she's on track to this point. I
would expect things to improve in the next couple
of weeks and there are certain things that I would
be looking for, but I think she is doing OK.
J74: What sort of things will you be looking for in the
next couple of weeks?
D74: The ease with which she handles student responses
and questions - I think that should come easier
for her. I think her anticipation of what would
be asked of her goes with that. Again, ease in
front of the classroom. There are certain record
keeping things that I would want her to be
responsible for that she hasn't been in this first
week. And I will be leaving the room a little bit
more and coming back in and I want to see good
control. I will be looking for that (I-2/15-D73D74).
Although Bonnie wasn’t sharing much with Donna about
her thoughts and feelings, she was trying hard to act on
Donna's suggestions, and even to anticipate Donna's wishes.
Sometimes this was difficult because she didn't quite
understand what Donna expected:
Donna usually lets them use their books for a couple of
minutes to help them (third period students) on the
quiz. She suggested that I let them use their notes.
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Instead many of them used their books and I thought
this would be acceptable, but she said I should only
let them use their notes on this one. So the quiz
wasn't handled very well because I was unsure how to
manage it (Jl-2/10-20).
I feel that I can probably do a lot of activities
with this class (fifth period American History).
I think they can handle it. However, they do have
to keep a certain pace, so I don't know if a lot
of activities will be allowed (Jl-3/8-62).
On other occasions, Bonnie was clear about Donna's
suggestions and tried to follow them, often appearing to
respond quite positively to the suggestions:
I did incorporate some of the suggestions that Donna
gave me for examples into my lesson. I am much more
pleased with today (Jl-2/15-26).
I do plan to do "sponge" activities in all my classes
tomorrow. It is a technique that Donna told me about
where you have an assignment and time limit on the
board (when students come in the room)(J2-3/7-61).
The "inventor" exercise was suggested to me by Donna
and I thought it would be a good idea (J2-3/9-67).
The electricity exercise was an activity in the book
which Donna pointed out to me and I liked it. It seemed
to be a fun idea. The catalog was also an idea given
to me by Donna. I think it is interesting material
that relates to the material we are going over now
(J2-3/9-67).
I planned it this way because the students are bored
and also it was suggested by Donna (J2-4/4-91).
Donna has suggested this to me.
well (J2-4/15-111).

I think it will work

Sometimes Bonnie tried to predict what Donna might like
or dislike.

These attempts to please Donna, and to avoid

her displeasure, often seemed based on Bonnie's concern for
how she would be evaluated by her cooperating teacher.

They

thus appeared linked to her desire to do well in her student
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teaching.
I am so far behind in this chapter that what I had
planned. I try not to let it worry me that much but
but I think it does make a difference in evaluations
(Jl-2/24-42).
I would like to go through these (the Senate and House)
simultaneously, but I will ask Donna if she thinks I
Should first (J2-2/25-45).
I began getting confused about the process. I really
felt panicky especially because Donna was listening.
I explained to her that I would cover it again
tomorrow (Jl-3/10-68).
Any aspect of teaching that might incur a negative
evaluation from Donna was a source of stress for Bonnie.
Often Donna knew of and was sympathetic to Bonnie’s
anxiety, although she might not know all its causes.

For

example, early in the semester Bonnie became very nervous
whenever a student asked her a question which she was unsure
how to answer.

Donna introduced this issue in an interview

and said that she knew of this nervousness.

She explained

her reaction:
D40: ...So I have tried to set her mind at ease
with that...and yesterday, for the first time,
she turned to me for an answer because she
couldn't answer a question. I was sitting doing
my lesson plans, you know. I was listening, but I
wasn't letting on as if I was really following the
conversation, to try to put her more at ease with
the fact that she didn't know the answer (1-2/15D40).
Donna went on to explain that she thought Bonnie did
not "feel real comfortable" with student questions and was
"afraid of them (the students) challenging her knowledge"
(I-2/15-D41). Based on this interpetation, she tried to
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help Bonnie feel more at ease.

However, Bonnie was not so

much bothered by discomfort with the students as with her
fear of Donna's potential reaction.

Donna's attempts to put

her at ease were therefore not addressing the real source of
her anxiety.

Just three days after Donna had talked to me

about this situation, Bonnie told me:
Sometimes I don't know the answer (to a student's
question). I'll tell you what is hard, with Donna
sitting right there, and I know she will know the
answer. And I just feels like it looks really bad
on me (I-2/18-B65).
Bonnie's struggle to negotiate her own stance toward
teaching was thus complicated by the importance she accorded
Donna’s evaluations of her and Donna's positions on various
elements of teaching.

Bonnie's perceptions of student

teaching, and the stance she took toward it, led her to try
to serve two masters: her own emerging stances toward
teaching as well as Donna’s.

This task was made more

difficult because her own stances were in such a state of
flux, both as a result of encountering new classroom
experiences and because she had incomplete knowledge of
Donna’s stances.
Bonnie quickly became very sensitive to Donna's
reactions to her.

However, lacking complete information

about Donna's stance toward student teaching, or about her
previous bad experiences with Denise, Bonnie was sometimes
confused by her interactions with her cooperating teacher
and by the "mixed messages" she felt she received.

On the

236

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

one hand, Donna seemed helpful and supportive.

On the

other, she seemed quite sensitive to even the slightest
detail of what Bonnie did or planned.

Did Donna mistrust

her? Did she disapprove of how she was handling things?

The

following journal excerpt reveals the range of Bonnie's
perceptions of Donna.
Donna asked me if I had my plans for next week
yet. I explained that I didn't because my
mind has been a little preoccupied with matters
at home. So she helped me get a rough draft
of what to do for next week. This was very
helpful to me. It reduced my anxiety a great deal.
She also said I could just write my lesson plans
in the plan book from now on and that I wouldn't
have to write them out in detail on separate
paper any more. This was great news. She seemed
very accommodating and helpful today. She
explained that next week when she is gone I can't
"let things fall apart." This made me wonder
if she was really concerned about that. However,
I aim to show her that I am perfectly capable of
holding things together alone! (Jl-3/9-65).
Bonnie's sensitivity to Donna's evaluation of her
competence and trustworthiness seemed to affect the way she
planned and implemented lessons.

On many aspects of

teaching, Bonnie seemed to agree with Donna.

Plans which

focused on these areas of agreement, as long as Bonnie felt
they were were well-implemented, did not give rise to much
anxiety about Donna's potential reaction.

A well done

lecture/discussion lesson, for example, was not a source of
concern.
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As was discussed in Chapter Four, however, Bonnie also
had a concern for students being actively involved in
lessons.

This was an aspect of her own stance which she

sensed might be in conflict with Donna's.

One day, as

Bonnie wondered aloud how she might plan a group activity to
supplant students' taking turns reading the text in class,
she prefaced her remarks by saying, "I don't know whether
she would like this or not though,” and later added, "I
don’t know if she would like my doing this” (I-2/15-B6-B7).
She never did include that particular activity in her lesson
plans.
There were also times when Bonnie made planning
decisions which defied her presuppositions about Donna's
stance.

One of the first and most pronounced examples of

this occurred during her design and implementation of the
"Town Meeting" role play.

When Bonnie first tried to

explain the lesson she was planning, the field notes record
that Donna tried to be helpful in brainstorming
possibilities for the roles, but also asked, "How does this
tie in with what you're doing?"

During their discussion,

Donna seemed to struggle to understand what Bonnie was
proposing and how it was relevant to the content (FN-2/29137-138).

Bonnie continued to plan the activity and after

she had successfully used the lesson, and won Donna's praise
for it, she wrote the following in her journal:
Friday...I actually felt proud. I felt as if I had
achieved something great. At the beginning of the
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week, when I proposed the idea to Donna, she had
that look on her face that seemed to indicate that
she was hesitant about this kind of activity's
pertinence to the material. It seemed as though
she was unsure that I could put it together. However,
she didn't stop me; she let me venture on with the
plan and the lesson. I am so glad I did. I felt it
was my biggest accomplishment so far.
Bonnie's concern for Donna's opinion was an aspect of
her stance on student teaching that thus seemed to
contribute to (though was not totally responsible for)
Bonnie's trouble with knowing what to say while planning.
Likewise, it was a part of her struggle to know what to say
while teaching.

While, as discussed in Chapter Four, Bonnie

attributed this difficulty to several sources over the
course of the semester, in one interview she identified her
problems with attending to Donna's concerns as a significant
source of the difficulty.
J14: ...What is it, do you think, that causes you to
lose your train of thought? What's going on in
your mind when that happens?
B14: Well, one thing, right before that (before her
trouble knowing what to say in a fourth period
class), she (Donna) went over my (weekly)
evaluation and was telling me all these things
that I need to work on. While I'm up there,
I'm trying to think, "What do I need to work on?"
And I'm trying to incorporate those in. My mind
is thinking of this instead of what it is supposed
to be thinking of. I don't know, I'm a person
who concentrates so much on what I'm supposed to
be doing and if I start thinking about other
things- then I start getting disoriented. I lose
what I'm going after.
J15: So you were thinking about the areas she wanted to
see changes in, and you wanted to concentrate on
that, but also the lesson that you were in the
middle of, you had that on your mind too.
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B15: Yeah. I was thinking of them both and you should
think of them separately. I should write them
down when she says it...I think when she talks to
me it's good, because I know what to change. But
then it gets me real nervous, you know, and I'm
thinking, "I'm not doing anything right." It
doesn't give me a lot of confidence, but then you
have to have that (evaluation) or you are not
going to know what you need to change (1-2/15J14-B15).
The between class discussions, as well as the weekly
evaluations, had this effect:
B18: Not only at the evaluation, but all week, she
was telling me things I should add in about the
lecture. And there were so many things that
went on during that period they just didn't all
register and I couldn’t put them in at all. And
it just totally messed up what I already had
planned (I-2/15-B18).
From the point of view of Donna's stance on student
teaching, this advice-giving was a part of her function as
teacher and role model for Bonnie.

She was sharing her

practical knowledge of teaching in order to help Bonnie
learn and to prevent her from having difficulty.

From the

point of view of Bonnie's stance on student teaching, it was
important to do well. While she felt that Donna's advice was
needed (how else would she know what to change?), she
nevertheless seemed unsure of its intent.

It made her feel

as if Donna thought she wasn't doing anything right; it
diminished her confidence.

Because she wanted to do the

best she could, she tried to take seriously every bit of
advice she was given - to the extent that her efforts to
simultaneously focus on both her own plans and those things
she felt Donna wanted to see her do sometimes led her to
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become confused or lose her train of thought while teaching.
It wasn't long before the stress attached to this
situation began to build.

In late February, Bonnie noted:

"I guess I am not doing as well as I expected.
I going to do OK?

I think, 'Am

Am I going to get through this?'...I

guess confidence is a lot of it, you know" (I-2/24-B101).
She was frustrated, but seemed unable to predict her own
reactions to teaching events, saying, "I don't know how to
determine what is going to affect me" (I-2/24-B103). As she
continued to talk, exploring increasingly deeper levels of
thoughts and feelings, she discussed various concerns about
Donna and the contexts of her student teaching.
B104: There is something else (bothering me). When I
started here, Donna told me she had a problem
with the last student teacher. And I think that
has affected me. I have tried to be so careful
that sometimes it is utterly ridiculous how
careful I am, like, I said, getting an exact
definition out (while teaching). I am so afraid
that I don't really know what I am supposed to
do or don't really know how to do something. It
seems like a lot of times she (Donna) doesn't
think that I can do stuff.
J104: I think I know what you mean: You know she
had a bad experience with a student teacher.
You are afraid that she is going to think that
you are the same as the other one so you try to
do everything B105: - you try to be more careful.
J105: More careful.
B106: Yeah. And other things, like, I don't whether
she had a problem with her other student teacher
taking materials or something, but I don't take
anything of hers because she'll notice anything
that's gone, like a little red pen, you know, and
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she'll know it's gone. I don't know. She'll
ask you (about it), or she doesn't feel that
you're competent. You know. And a lot of times
that makes you more nervous.
J106: Because you think that by questioning you to see
whether or not you did it, she believes that B107: Yeah, like she'll remind you of the keys every
day or something. And then you have to prove to
her that you remembered...B108: ...But like what
I was saying was that I think that maybe she
doesn't have much confidence in me, maybe because
of that experience (with Denise).
J108: She said that to you?
B109: I just feel it.
J109: You're just theorizing?
B110: Yeah, like today it was a book. Her teacher's
book - the one from American History? And I
don't know. I felt like, well, she asked me
that, you know, about the student teacher having
it to go by and she had brought it in the room
and I had not been in here. The first thing I
got in here, she'd say, "What did you do with
that book that was in there?"...Bill: I mean the first thing when I walk in, "I can't find
my pen - or stapler." I mean everything. Like
something would happen to her material there;
she must guard them real close because she
knows when anything is gone. She is a real
particular person...B112: ...I think the
kind of person she is affects a lot about how you
feel about yourself even; you know, it kind of
puts you on not real comfortable terms.
J112: It puts more pressure on you to be a certain way
...Little things are important.
B112: You think of that sometimes, then other times you
think, "she just wants the best thing for me."
She is a good teacher. And I would love to be
like her. (At this point Bonnie begins crying).
But maybe in the cooperating teacher line - she's
good - she is really good in a lot of ways. But
then there are some ways in which you would like
her to be different, would like her to build
confidence more. Reinforce things that somebody
does right, not the things they do wrong so that
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it frustrates them.
J113: ...because she doesn't give you a lot of positive
feedback? She brings up the things that she
wants to make sure get done. (Bonnie nods, but
her crying prevents a verbal response). That's
OK (referring to her crying). This is something
that really upsets you?
B114: (crying) Yeah.
J114: Is it something that is getting worse as time
goes on?
B115: (still crying) Some days it's worse.
J115: (trying to comfort Bonnie) It's OK; it's all
right. (Pause) Do you not want to talk about it?
B116: I don't know if I can get anything else out (due
to her tears).
J116: OK, then, take it easy. (Long pause)
like you're disappointing her?

You feel

B117: In some ways, yeah. I just really don't feel
confident any more. I don't know. That's just
me; I'm like that. I'll act tough on the outside
sometimes when I really feel J117: - when you don't feel that way inside.
B118: I didn't ever expect this to happen (she didn’t
expect to cry).
J118: You didn't know you felt that strongly about it?
B119: (Begins to regain her composure) No. I ’ll think
about it when I go home and I'11 talk about it
with my boyfriend. I don’t really emphasize it,
you know; I just think, "Oh well." And then I'll
look at her and I ’ll say (to myself), "She just
wants me to be good at what I do." And she does
care. Some of them (cooperating teachers) don't
care at all. You need criticism, but I need
more, you know, assurance too...
Bonnie had become so sensitized to Donna's attention to
detail, and so fearful that Donna would perceive her in a
bad light, that she even wondered if Donna suspected her of
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taking things that belonged to her.

However, it wasn't so

much Donna's attention to details surrounding her belongings
as Donna's attention to details about Bonnie that was
bothering her.

She thought Donna felt she was incompetent.

She was beginning to wonder if maybe this was not, in fact,
the case. Maybe she didn't know how to do things right or
couldn't be trusted.
Bonnie suspected that Donna's previous student teacher
was responsible for Donna’s concerns about details, although
she was just theorizing about this.

Whatever the source of

Donna's being so particular, Bonnie was aware that it was
affecting her self-image and the way she did things.

Bonnie

elsewhere mentioned that she felt constantly "checked up on"
and "closely monitored."

As a result, "You never get a

chance to relax...You are constantly feeling that you have
to everything (so carefully) and you never get a chance to
relax with it" (I-2/24-B128).
Bonnie admired Donna very much, and wanted to be like
her as a teacher.

She knew that Donna had her best

interests at heart when she gave advice, but that did little
to mitigate the negative feelings which Donna's stance
toward student teaching evoked in Bonnie.

These feelings

were even stronger than Bonnie herself had known, thus
moving her to unexpected tears as she tried to talk about
them.

Bonnie wished that the focus of her interactions with

Donna was more positive in nature, that in the role of
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cooperating teacher Donna would give her more assurance and
would notice the things she did well.
Bonnie did not share the thoughts and feelings with
Donna that she shared with the researcher.

Although Donna

did not know of the intensity or the source of Bonnie's
frustrations, she was aware that Bonnie was uncomfortable.
Donna was somewhat frustrated herself; she was trying to
grope for a solution to Bonnie's discomfort without enough
information to go on:
D77: She talked to me last week, because she had a bad
week the week before. And I said, "What is the
problem?" And she said she didn't know. She just
didn’t feel well. She just didn't feel
comfortable. And I feel like I have done a lot to
try to help her in the situation. You know, I
can't get up and teach for her and I can't relieve
the pressures...But I finally said to her..."Would
it help if I stayed out (of the classroom) more?"
And she said, "Yeah." And I think that is part of
it. I think that when I am in there, she has got
to be like me and that is what I expect. I hope
I have not given her that impression (I-4/21-D77).
Donna understood that Bonnie felt pressured to do
things in the way she might expect or want them done,

she

did not seem aware, however, that Bonnie derived this
pressure from the advice and counsel which she gave as
evaluative feedback to Bonnie's teaching.

She hoped, in

fact, that she was not giving the impression that things had
to be done exactly as she would do them herself.
What Donna wanted to communicate to Bonnie was that
goodteaching
all the

takes time to develop and that no one ever has

right answers.

She mentioned twice that Bonnie had
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told her, "You make everything look so easy" (I-3/23-D68 and
I-4/21-D76).

Donna was concerned about this impression and

about Bonnie's apparent need for her approval.
She needs to know that things go wrong for me also,
because - going back to her saying, "You make this
look so easy" - she needs to know that it is not
always easy and an experienced teacher has problems
day by day also, has many of the same experiences...
(I-3/23-D68).
I think...she doesn't want to fail or have something
that I don't like. I think she wants to please me
a lot of times (I-3/23-D44).
I tried to explain to her that I don't know all the
answers. You don't. I mean, you can’t know
everything. You just can't. (I-4/21-D73).
I am glad (that she admires me as a teacher)...but
she's got to understand that it does not come
overnight (I-4/21-D79).
The only thing that I am a little concerned with she constantly says to me, "What can I do? How can
I change this?" And I think by now she should probably
be knowing. But I think some of that goes back to...
she wants my approval so much. She knows what to do.
She just doesn't want to do anything that would go
against what I want. And I have noticed that. And
that is part of the reason that I think she is more
comfortable when I am not there (I-4/21-D90).
It started out, I said to her, "You don’t have to do
everything the way I do it. And I may not think it is
the best method, but you are here to try those things."
I thought I made it very clear to her, but she still
needs that approval from me...(1-4/21-D92).
Donna tried to convey to Bonnie that teaching was
sometimes problematic for her also.

For example, one day

after classes, Donna noted that Bonnie's implementation of
that day's Civics lesson had improved as the day progressed.
She then singled out two aspects of teaching she wanted
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Bonnie to focus on during subsequent lessons in order to
improve still more: planning enough to fill the entire
fifty-minute period and moving around the classroom more
while teaching.

The field notes reveal that, in discussing

the importance of the latter point, Donna used herself as an
example:
She (Donna) referred to a situation recently when a
student had talked back to her in class after being
reprimanded and the boy was sent to the office. She
said that she felt that she could have handled that
better if she had moved to talk quietly with the boy
rather than making her comments from the front of
the room. She felt that this set up the situation
where the student became defensive and wanted the
last word in the situation, which, she confessed, she
did too (FN-2/1264).
Ironically, this was a disciplinary situation that
Bonnie had discussed at some length in an interview with the
researcher.

The student in question had told Donna to "shut

up," and Bonnie had felt some disagreement with the way
Donna had handled the situation.

Here, Donna confessed to

Bonnie that she could have dealt with the incident better.
In retrospect, she believed that she might have prevented
the boy's outburst by relinquishing her position in the
front of the room and discussing the issue privately with
the boy, rather than making public comments which angered
the student.
The field notes from the researcher's observations at
Jefferson record other times when Donna's suggestions to
Bonnie were coupled with affirmations of Bonnie's noticeable
improvement and/or with self-revelations concerning how the
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suggestions she was giving applied to the improvement of her
own teaching as well.

However, the affirmations and

confessions of imperfection were not as vivid to Bonnie as
the fact that there always seemed to be something else that
Donna wanted Bonnie to work on.

Since Donna seemed to make

teaching look so effortless, and since she was able to be so
specific in her suggestions of what improvements were
desirable, then Donna must have all the answers.
Contrary to Bonnie’s worst fears, Donna was quite
pleased with most aspects of Bonnie's student teaching.

She

felt Bonnie knew the content adequately, responded well to
constructive criticism, used variety in her selection of
methods, and had designed some activities that were truly
exemplary (e.g., FN-2/12-51-53; 1-3/23).

Donna expressed no

concern over Bonnie's ability to successfully complete
student teaching.
As the weeks went by Bonnie and Donna slowly began to
share more of their experiences and stances with one
another.

Bonnie began to tell her cooperating teacher more

about herself, even confiding some personal problems she was
having.

Donna finally shared with Bonnie many of her

experiences with and feelings about Denise.

At the same

time, Bonnie was progressing in her stance negotiation
toward other aspects of teaching as well.
The final days of Bonnie's student teaching, however,
contained a re-visiting of the confusions and tension that
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had characterized the context earlier.

She described the

incident that caused this "regression" in her journal:
The day went really well until 5th period. I took the
students to the library to look for research topics.
These students seem to be very mature; they are a
very tame class. When we were in the library, I talked
to some students about topics that might be
interesting. Then I sat down and began to grade
papers. The librarian soon told us that we would have
to move to the tables in the back of the room because
other students would be coming in after their lunch.
We proceeded to the tables. I resumed grading papers.
About five minutes later the library was full of
students and a little noisy for a library. The
librarian soon came back to me and said, "You'll
have to get control of these kids. What is there
assignment anyway?" I looked around and didn't see
them causing the problems and then answered, "They
are to be looking for a reasearch topic for Mrs. C.
I am not exactly sure how they go about it because
she assigned it." She then told me to go back to my
room and that she would report this to Donna. I felt
very embarrassed and put down. She was very loud and
rude about it. I think it might have been better for
her to talk to me somewhat more privately. I felt very
angry that she treated me as she did.
I didn't know what to do when I returned to the
room. I still felt shocked and embarrassed. I just
allowed them to talk among themselves; there was only a
few minutes left. When lunch time arrived, I told
Donna what had happened myself. She said she would
speak to the librarian after lunch. She did so. I
noticed that after that she began nit-picking at me.
She seemed very upset with me. She walked into Civics
class and asked me why I had assigned them another
assignment. I told her I was doing as she had told me
to. I was assigning what she had circled in the book.
I really didn't like making them do all that work
either. She acted as if I had done it to spare myself
work.
At the beginning of eighth (period), I told her
I would not assign them all that work. I would lower
it. After I had gotten their attention and taken roll,
I was attempting to get their assignment on the board.
She had told me right before that just to assign the
ones that are circled and she had opened the book to
Chapter Review, so I began to write the question #'s
on the board and the activity assignment. Meanwhile,
she came up and told me, "You have to give very clear
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directions to this class." So I proceeded very
carefully to give them explicit directions. Next, she
came up and said, "No, not the Chapter Review, the
Chapter Exercises." So I changed the assignment and
then gave directions for the activity sheet. The class
was very attentive and did their work promptly. I had
no problems (I thought).
I knew she wanted me to stay after school and I
knew she was angry. We went to the TPC where she told
me that I was not doing well with control of the
classes and I needed to work on it. She said that I
should not have graded papers in the library and I
should have yelled at the students when we got back to
class. I admitted I should have paid attention to them
more. She said I also needed to control the other
classes better and she would be watching to see if I
did so in the future...I think by now she could sense
that I was upset and she began to take a lighter tone.
She left for home. I sat there in the TPC...feeling
very deeply upset. First of all, I really don't think
I have big discipline problems. Secondly, I don't
think the librarian treated me or my students right.
Third, I think Donna came down on me way too hard for
everything. I really think she expects too much. I
spend most of my time preparing for and thinking about
teaching these classes. I can't see why she doesn't
notice or why she has to pick at everything I don't, or
she believes I can't, do instead of saying more
positive things (Jl-4/8-100-102).
The next school day Bonnie reported that she continued
to "feel alineated by the incident" (Jl-4/11-104).

Later in

the week she wrote:
I did really well in the classes Donna was not present
in. I am starting to feel intimidated by her presence.
I think this entire week has shattered my confidence.
I felt l was doing a pretty good job prior to last
Friday (the day of the library incident), but I feel
my performance has declined dramatically. I am tense
at all times when she is present. Even though I have
spent hours upon hours preparing I have not done well
this week. I don’t know what to do about this. I feel
that I am just trying to get through. I have felt so
much stress this week (Jl-4/14-109).
Bonnie and Donna apparently did not discuss the
"library incident," or Bonnie's angry and hurt feelings about
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it, beyond their conversation on the day it occurred.
On April 15th, Bonnie wrote the following in her journal:
Today has gone like most of the time this week...Donna
and I have talked about possible causes and we decided
that maybe if she left the room more often, it would
help. This made me feel a little better, but I had a
little trouble still. I really can't believe this
happened this week because I spent hours every night
reading and preparing for this material. I really
feel bad because it happened so close to the end. I
wanted to leave her with a good impression (Jl-4/15112 ) .
A few days later, she noted:
Bl:

...it is as if she doesn't trust me with anything,
like she felt I needed to be talked to again, and
I lost my confidence (I-4/18-B1).

Bonnie's confidence was diminished in the aftermath of
the library incident.

Once more, she was deeply concerned

about her performance in the classroom and about Donna's
perceptions of her abilities.

She was particularly

disturbed because this crisis had occurred so close to the
end of her student teaching, thus opening the possibility
that she would not leave Donna with a good impression.
Donna did not mention the library incident to the
researcher.

In order to elicit her view of the matter, the

researcher told her in their final interview that Bonnie had
described the event. She
D80:

responded as follows:

I think it is a situation she learned from...
You don’t let those things slide...I thought it
was serious enough to be told about it at the
end of the school day, especially since the
librarian had come to me to tell me about the
situation, why she had asked the group to leave.
I was very honest with her (Bonnie), because I
told her it is better that you do those things
now than when you are on your own and it is a
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true reflection of your control and what you
can do...(laughs) Maybe I was a little tough on
her (I-4/21-D80).
Donna continued in her description of what happened
that Friday afternoon after school:
D85: She was very critical of herself when she looked
back on that situation. She said, "Yes, I was
sitting at the table. I wasn’t paying attention
to them. I didn't handle things as they should
be." And I said, "You know, you are used to
dealing with your own age level, responsible
young adults, and when they have an assignment,
they will go and do it because they know what it
means and what to do. This age group just doesn't
manage their time well. And when given a
situation like that, will take advantage of it."
But she said she understood and I think she does.
J86: How did she react when you talked to her about it?
Did she seem upset about it?
D86: No, she doesn't show very much emotion with me.
...D87: she just very calmly, in her calm way,
said, "Yes, I understand. I think I did that
wrong." I requested that she talk to the class
about it also to tell them I had spoken to her
and what she had failed to do and also the fact
that I felt they took advantage of her. And I
said, "If you want me to do it," but she said,
"No, no, I'll take care of it with them." So,
then, after that Friday, of course, it was a bad
week and then she said again, "I think I handled
that poorly." And I said to her, "Yes, you
learned something from it and that's all that
matters" (I-4/21-D85-D87).
Donna, in recounting the event, seemed to perceive it
differently than Bonnie did.
situation for Bonnie.

To her, it had been a learning

Since Bonnie had apparently agreed to

Donna's assessment of the situation and had confessed
wrongdoing, Donna seemed to have thought little more about
it, although it may led her to be more attentive to details
of Bonnie's teaching in the period immediately following the
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event.

While she admitted that she may have been a little

hard on Bonnie, and understood that Bonnie's confidence had
been somewhat shaken by the event, Donna seemed unaware of
the full impact that her reaction had on Bonnie.

Bonnie had

not shared these feelings with her.
Donna had felt at the time that the situation was
"serious" enough to be stern with Bonnie about it.

Donna's

stance on student teaching, which included her strong sense
of responsibility for all that occurred in a practicum, led
her to be sensitive to such events.

Earlier in the

semester, in discussing with Bonnie the importance of good
classroom control, she told Bonnie that she needed to as
effective in her classroom management in Donna's absence as
she was in her presence.
Donna explained to Bonnie that if the principal walked
by and saw things out of control, he would come looking for
the cooperating teacher and want to know what's going on and
she (Donna) would be responsible for it.

As a result, she

said, she needed Bonnie to be careful of that for both their
sakes (FN-2/26-131). The library incident came quite close
to fitting this hypothetical scenario, except that it had
been the librarian and not the principal who "came looking"
for Donna.
The library event was a further demonstration of the
lack of full access Bonnie and Donna had to one another’s
stances on student teaching.

As with previous events of the
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semester, each thought about and reacted to the occurrence
on the basis of her own stance, with only partial glimpses
of the other's position.

Bonnie and Donna finished out the

last days of student teaching on good terms, but with no
significant changes in their style of relating to one
another.
At their final evaluation conference, Donna gave Bonnie
ratings that were consistently above average in every
category.

As she discussed her evaluation, she described

Bonnie's performance with terms such as "very good" and
"very well" (FN-4/27-284).

Bonnie seemed relieved to have

finally reached the end of her practicum and pleased that
she received a good evaluation.
In a final interview, held the week following Bonnie's
completion of student teaching, the researcher asked Bonnie
to assess the progress she felt she had made during the
semester.

Her reply gives an indication of her stance on

student teaching at the conclusion of her practicum
experiences.
B24: I feel like I learned a lot about the basic
question of how to go about teaching. But I
look at my student teaching like a roller coaster.
It went up and down a lot and that probably
depended on how Donna was feeling.
J25: She was driving the car of the roller coaster?
B25: Yeah...If I had gone up from where I started, I
would have been great at the end, but then I went
down a little bit here and there and up and down.
Things would happen, you know. I didn't feel as
successful at the end. I guess because so close
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to the end I had that library thing happen.
J26: That was a setback for your self confidence.
B26: (Nods) And X don't know. At certain points X felt
like she (Donna) didn't like me at all. Then at
other times, you know, it was fine. At the end, x
just felt, "I'm through!"
J27: So you were glad to get through it, but you
wouldn't say it was a monumental success?
B27: No...I think X became focused on the wrong thing.
I don't know.
J28: Like what? Can you think of an example of things
you were focused on that you wished you hadn't
been?
D28: I would have tried to have planned things like
X thought...! think she wanted me to be like
her. Then...she didn't seem to be what I thought
she was, you know?...B30: She made me feel like I
had to have total control, but then she criticized
me for not being relaxed with them...Like, who was
I (supposed to be)?
J31: What is it that I am supposed to do here?
B31: Yeah...(I-5/4-B24-B31).
Bonnie used the analogy of a roller coaster to describe
her student teaching experience.

She credited the ups and

downs of the ride to how Donna was feeling, again revealing
her vulnerability to her cooperating teacher.

In

retrospect, Bonnie wished that she had operated more on the
basis of her own stance and less on Donna's.

Her

preoccupation with her perceptions of Donna's way of
teaching caused her, she felt, to become focused on the
wrong thing.

She was convinced, however, that this had been

what Donna wanted.
The situation had been complicated by the fact that she
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was so unsure of what Donna's stances really were.
Sometimes the advice Donna gave her seemed contradictory.
She found it difficult, for example, to envision
demonstrating both good classroom control and a relaxed
demeanor with students at the same time.

Also, her

presuppositions about Donna's stance sometimes seemed to her
to be incongruent with the ways Donna taught.

Who was it,

then, that she was supposed to be as a teacher?

Believing

she was unable to fully involve herself in the negotiation
of her own stances and confused about the ones on which she
was trying to base her teaching decisions, Bonnie lacked a
clear image of herself as teacher.
Despite this problem, Bonnie left student teaching with
a strong desire to enter the teaching profession.

While she

may not have entirely met her goal of doing well, she had
succeeded in clarifying whether or not she wanted to
teach.

As she remarked in a journal entry: "It seems like

the whole time I have up and down days and weeks. There are
so many times when you feel like giving up, but then
something good happens and you know you wouldn't be happy
doing anything else" (J1-3/12&13-72).
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EQSTSCRIPT IQ THE H&JQE THEHE2. QZ "STUDENT TEACHING; "
I H Q OTHER ASPECTS

QZ

BONNIE'S PRACTICUM CONTEXT

The foregoing discussion describes the major themes of the
context of Bonnie's student teaching and focuses on the
interaction of Bonnie's and Donna's stances.

The data

analysis revealed that this was the most prominent feature
of the context for Bonnie.

There were, however, two other

people within that context who may have had the potential to
influence the environment in which Bonnie student taught.
There was the periodic presence of her university supervisor
and the researcher's frequent and prolonged presence.
in order to ascertain whether or not Bonnie saw either
of these persons as an influential characterisitic of
the context, the researcher watched and listened for
relevant data on this issue.

On occasion, Bonnie was asked

about her thoughts and feelings concerning being supervised
and researched.
Bonnie's university supervisor visited Jefferson four
times during the semester - three times for observation and
once for the final evaluation conference.

The researcher

asked Bonnie about her reaction to her supervisor's first
visit:
Jl: The first thing I want to ask you about is
yesterday and your supervisor from the University.
How did that class go, while she was there?
Bl: Pretty good. I mean it was, it made me nervous,
her being there, more than Donna does. I did
forget what I was going to say. I felt real
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paranoid about it. It went pretty well. It
really helped that it was the most exciting
(review) game that we had yesterday. We had the
bonus thing. It worked out real well for them
because the one team won because of the bonus
thing...
J2: Why do you think it made you nervous?
B2: I guess because she was evaluating.
J3: ... So what did you think about her talk with
you afterwards?
B3: I liked that. She was really nice with me. I mean
she gave me ideas. And she also talked about the
things she said I did well. So that made me feel
good...(1-2/18-J1-B3).
The weekend after the supervisor’s first visit, Bonnie
wrote the following in her journal:
Wednesday was the day of my first observation and
evaluation by my university supervisor. I remember the
anxiety I felt about being evaluated for the first
time formally. I really didn't think it would bother
me at all because I've been observed every day.
However, it did seem to get me nervous. When I talked
with my supervisor, it made me feel a lot better. She
seemed very supportive (J1-2/20&21-35).
The first time Bonnie was observed by her supervisor,
it was a source of anxiety for her that may have, to some
extent, affected her teaching.

She reacted quite

positively, however, to the post-observation conference.
Subsequently, Bonnie reported only slight nervousness on the
occasions of these visits.

At the conclusion of her student

teaching, Bonnie was asked if the experience of being
observed by her supervisor was different for her than being
observed by the researcher.

She replied:

BIO: Yeah, because I knew she was there evaluating me.
After I came to know her better, it wasn't so bad
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because she is really laid back and nice about
things. And even when she found fault with
something, she usually really reinforced the good
things you do and mentions the other things, you
know, that you could improve...(I-5/4-B10).
At various times in the semester, Bonnie reported that
the researcher’s presence did not bother her at all.

This

was in contrast to the impact that Donna's presence seemed
to have.

In fact, Bonnie seemed to perceive the researcher

as a helpful presence.

One of the first indications of this

came after Bonnie had cried during an interview while
exploring her feelings about Donna.

She subsequently said

how good it had been to have the researcher there to talk
to.

She wrote in her journal a few days later:
I think talking with others about how you feel makes
you stronger. You need to get those frustrations out
in the open and deal with them...(J1-2/27&28-49).
In the final interview, the researcher asked Bonnie

about her experiences as the participant in this study:
J5: Tell me what it was like to have me follow you
around all semester and ask you all these
questions. Did it interfere, did it help, or
did it not matter at all? What was it like?
And please be honest!
B5: OK
J6: (Laughing) If it was miserable, I can live with
that!
B6: Well, I don't think it was miserable at all.
Really, I leaned on you a lot, I think, because
I felt like you were there watching what was
going on and you could understand how I would
feel. I am just really glad that you were there.
A lot of times I was hoping that you would be
there, to see things for yourself, that I was
feeling a certain way.
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J7: You felt like when you talked to me I would
know what it was you were feeling?
B7: Yeah. And I felt privileged to be part of the
study because through my experience I might be
helping other students - just by telling the truth
about what was happening and how it feels.
J8: I felt like you were always truthful with me. I was
so grateful that you were so open with me. But you
don't feel, then, that I was an intruder in your
student teaching?
B8: No. I never ever got nervous when you were there.
Maybe the first week. I don't think that was
nervous about you, but about being up there and
being observed at all.
Bonnie seemed to have perceived the researcher's
presence as a supportive one.

The nondirective,

nonevaluative stance sought by the investigator for this
naturalistic research appeared not only to have resulted in
productive data collection, but also to have led to Bonnie's
feeling "understood."

In fact, she suggested that, from her

point of view, other student teachers would appreciate the
chance to be seen and heard as she had been in this study
(I-5/4-B21).
I was going to say it would nice if every student
teacher had someone there - sort of to watch...what
was going on, really what was going on...I think a
lot of times student teachers...don't really have
someone there who understands...(I-5/4-B22&B23).
The primary impact the researcher appeared to have on
the context, ‘therefore, was to cause Bonnie to feel heard
and understood.

She said, "It feels good to air things out

- to talk to someone and know it is not going to affect your
grade" (I-5/4-B15).

While she valued this, it did not seem
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to be a major determinant of the climate of her student
teaching.

SUMMARY
The constraints and opportunities which Bonnie
experienced as part of the context of her student teaching
primarily resulted from the complicated entanglement of her
stances with Donna's.

A particularly important aspect of the

context was the ways in which Bonnie and Donna were not able
to fully understand one another's positions.
The ways in which Bonnie and Donna interacted helped
preclude the full expression and understanding of stance.
Their conversations were frequent, but tended to be brief
and to be characterized by the giving of evaluative feedback
by Donna.

The reasons for this seemed to flow, in part,

from Donna's position on her role as cooperating teacher,
but also from the nature of the school environment.

For

both Donna and Bonnie, the teaching day was fast-paced,
filled with activities and responsibilities.

Virtually

every aspect of the environment mitigated against
opportunities for extended, private, reflective
conversation.

The problem was compounded by Bonnie's

reluctance to confide in her cooperating teacher.
Both Donna and Bonnie had a sense that the practicum
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had somehow been, as Bonnie put it, "focused on the wrong
thing."

They both understood that too much emphasis had

been placed on emulation of Donna.

But with inadequate

understanding of one another, and therefore of how the focus
had evolved, they were unable to shift the emphasis
elsewhere.

The result was a "roller coaster" ride that,

while it ended successfully, had not been quite what either
Bonnie or Donna might have preferred.
Other aspects of the context of potential impact were
the presence of the researcher and the periodic presence of
the university supervisor.

Neither came close to being as

influential in defining Bonnie's student teaching as Donna's
presence.
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CHAPTER SEVEN r

CONCLUSIONS AND IMPLICATIONS
INTRODUCTION

The research reported in the previous chapters was an
exploratory attempt to describe an aspect of teacher
cognition (stance) in the context of secondary social
studies student teaching.

The report of the research began

with a set of general questions which were used to guide the
study.

Those questions will now be used to organize the

conclusions which can be drawn from the findings.

HQH CAN INN NATURE

A STUDENT TEACHER'S STANCE TOWARD THE

ELEMENTS C£ TEACHING BE DESCRIBED?
Based on the work of Bruner, stance was defined for the
purposes of this study as a teacher's position in relation to
the world of teaching, visible in both the verbal and
behavioral language of practice.

This position, it was

suggested, results from a process of "negotiation," of
mentally representing and taking a stand toward various
aspects of teaching through one's experiencing of them.
Since experience is continuous, the process of stance
negotiation is also ongoing.

In time, the process leads to

a sense of "self" as teacher (see Bruner, 1986).
"Teaching" was conceived as comprised of five basic
elements: subject matter, learners, learning, teacher role,
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and milieu (in this case, student teaching).

These

elements, and their definitions, were drawn from Schwab's
"commonplaces" as amended by Oberg (1986) in her research on
teacher thinking.

Thus, previous research had demonstrated

that these elements were reasonably parallel to the ways
teachers actually think about teaching.
The naturalistic triangulated study of Bonnie's
cognition revealed that Bonnie's thoughts and language of
practice revealed a discernible stance toward each of these
elements.

in addition, the five elements of teaching

identified for the research seemed to effectively encompass
the primary foci of her professional thinking.

Bonnie's

initial stance on each element was derived primarily from
her own past educational experiences and contained
identifiable themes which were central to her further stance
negotiation during her student teaching.

Because Bonnie

held a discernible stance toward each element, it might be
more accurate to say that she had an interrelated set of
stances toward teaching, each one identifiable from, yet
organically connected to, the others.

Thus, her initial

stance on learning could be discerned and described
separately from stance on subject matter, yet clearly the
two positions were related.
Bonnie's initial stance toward subject matter focused
on the use of activities that would actively engage
students, such as simulations, games, role play,
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discussions, etc.

she believed social studies content was

important, but it should be made interesting.

She was

critical of approaches to teaching the social studies that
cast students in passive roles or that led them to become
bored with content.
Bonnie's initial stance toward learners led her to see
students as individuals who ought to be known and cared for,
and who should be actively involved in learning.

Thus, her

initial position on learning focused on her desire for
student participation in lesson activities.

The learning

processes related to the social studies which Bonnie most
hoped to engender included helping students to cognitively
organize content, fostering concept development, reinforcing
previous learning, and encouraging critical thinking and
understanding that transcends "rote learning."

She believed

students attained these learning goals best when they were
interested and involved.

Boredom and apathy were

antithetical to learning in Bonnie's view.
Since classroom teaching was new to Bonnie, her stance
on her role was somewhat unclear, but included a concern for
becoming a "real" teacher.

This meant that she wanted to

liked and respected by students and to orchestrate a
classroom environment in which she was able to successfully
implement her initial positions on subject matter, learners,
and learning.

In the beginning, she anticipated little

difficulty in achieving this.
265

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

Bonnie's initial stance on student teaching centered on
her desire to "do well" and on her fear of failure.

She

also saw student teaching as a kind of personal test.
Through it she would find out if she could overcome
nervousness and successfully meet the challenges of
teaching, if the methods she learned in college would really
work, and if she should choose teaching as her career.
These data tend to confirm the findings of studies such
as Taylor's (1979), Johnston's (1979), Olson's (1980), and
Munby's (1982, 1984) which suggest that teachers seem to
hold identifiable (though complex and personal) conceptions
of various aspects of teaching and that these tend to be
more experience-based than theory-based in nature.

Like the

studies of Muscella (1987a, 1987b), Nespor, McCuller, and
Campos (1984), Johnston (1987), Oberg (1987), Coviello,
(1987), etc., this research points to the viability of a
constructivist perspective on teacher thinking.

Bonnie's

stances did appear to be based on representations which she
had constructed over time in response to her experience and
which helped explain her practice.
Although constructed on the basis of, and altered in
response to, experience, Bonnie's stances also seemed in
some ways to transcend experience.

That is, Bonnie's

stances, even though incomplete, revealed general themes
which were not capriciously held and which were repeated in
various forms in her day-to-day language of practice.
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This

is similar to the findings of Capet's (1987) study of an art
teacher’s perspective, which revealed overall themes that
transcended events in any given lesson.
Though it sounds contradictory, Bonnie's stances
appeared to be both stable and in flux.

From the

perspective of any given moment, Bonnie's stance toward an
element of teaching was more a cognitive structure than a
cognitive process.

Yet, by taking a step back and viewing a

larger portion of Bonnie’s experiences, her stances appeared
in flux, responding to the vicissitudes of her experiences.
Bonnie both held stances (which exhibited certain themes and
properties at any particular moment in time) and also was
engaged in stance negotiation (her stances were evolving in
relation to her experience).
Kauchak and Peterson (1987) may have captured half this
dual nature of stance in their suggestion that teachers
formulate and employ cognitive "templates" which they apply
to teaching tasks.

If viewed from the perspective of a

single lesson or teaching event, Bonnie's stances seemed to
have this "template" quality; they were the lenses through
which she viewed the event.

Over time, however, the flow of

events held the potential to change her stances.
Earlier it was suggested that stance could be seen as
part of the practical (i.e., experience-based) knowledge of
teaching.

From this perspective, it seems less incongruous

to talk of stance as both structure and process.

Bonnie's
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stances related both to what was known (constructions
formulated in the past) and what she was coming to know
(constructions emerging on the basis of ongoing experience).
Bonnie's stances were the meanings, explanations, and
beliefs which were derived from and attached to her
constructions of teaching.

They were not objective teaching

theories (if I do x, then y will occur); they were a
personal, normative, sometimes emotional extension of what
Bonnie knew about teaching (I know/have experienced x;
therefore, I should be/do/strive for y). These qualities of
Bonnie's stances are similar to the findings of Elbaz (1981,
1983) and Clandinin (1985, 1986) regarding the "image"
component of the practical knowledge of teaching.
Bonnie began her practicum with initial stances toward
the elements of teaching which were experience-based,
identifiable, and comprised of relatively stable themes.
Her student teaching experiences led to new or altered
representations of the five elements and thus to changes in
her stances.

Data relevant to this process addressed the

second and third questions of the study.

HQH £ M THE INTERACTION £E THE STANCES QZ A STUDENT TEACHER
AND A COOPERATING TEACHER BE DESCRIBED?

The milieu of student teaching contains not only the
student teacher's initial stance toward teaching, but that
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of the cooperating teacher as well.

As indicated in Chapter

One, Schon suggests that the stance of the experienced
practitioner who supervises a practicum is a vital element
in the process of stance negotiation.

In turn, successful

stance negotiation is a condition of the novice's
acquisition of competence (Schon, 1987).
The interaction of the two stances (that of the
"expert" and of the "novice”) create what Schon calls the
practicum's "behavioral world," the "interrelated context"
that shapes the two practitioner's views of their own and
the other's actions.

The behavioral world of the practicum

can lead to two results.

It can facilitate the novice's

professional learning or it can create learning binds.
The novice's stance negotiation is facilitated when
there is a "convergence of meaning" in the behavioral world,
when both participants hold empathic understanding of one
another's stances.

When this occurs, the two participants

are able to engage in a productive mutual exploration of
experiences during the practicum in a context where each
person's representations of events make sense to (even if
not shared by) the other.

This understanding can then be

applied to the joint analysis of problems of practice.
Schon calls this "reciprocal reflection-in-action."
Learning binds occur when the stances which comprise
the behavioral world are not well understood or clearly
articulated.

In this kind of setting, problems
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encountered by the novice are difficult to solve (Schon,
1987).

The novice and the expert are unable to understand

one another's positions in a way that establishes the shared
orientation necessary for the productive exploration of
events.
The data concerning the interaction of Donna's and
Bonnie's stances indicate that Schon's concept of the
behavioral world is useful in characterizing the dymanics of
this student teaching setting.

Though both Donna and Bonnie

took their roles quite seriously; both were committed to
achieving successful practicum experiences, the behavioral
world of Bonnie's student teaching often led to
learning binds.
As the findings in Chapter Six indicate, Bonnie and
Donna lacked a complete understanding of one another's
stances. The nature of the themes that comprised their
stances toward teaching, and toward the setting of student
teaching in particular, when combined with the
characteristics of the school environment in which they
interacted, created significant barriers to achieving this
understanding.

This was true even though better

understanding was desired by both participants.
Bonnie wanted to be successful in student teaching.
She admired Donna, whose evaluation would be the
basis for deciding whether Bonnie passed or failed student
teaching and for the recommendations sent to Bonnie's
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potential employers.

These facts meant that Bonnie was

predisposed to attempt to earn Donna's approval and to
accede to her wishes.

Bonnie was therefore attentive to,

but also quite vulnerable to, any comments by Donna that
resembled criticism.
Donna took her role as cooperating teacher quite
seriously.

Her positions on the various elements of

teaching, acquired through nine years of teaching
experience, and her position on student teaching, acquired
through numerous experiences with student teachers, led her
to define her role primarily as one of role model and
advice-giver.

She wanted to befriend and support her

student teachers, but it was also important to her that they
do the best they possibly could in each teaching situation.
She felt quite responsible for both the student teacher and
for her students.
As a result of her stance on her role, Donna shared as
much as possible of her own practical knowledge of teaching
(and thus of her own stances) in the evaluative feedback and
advice which she frequently gave.

Her recent experiences

with a student teacher who had encountered significant
problems had accentuated her attention to detail.

Thus, the

prevention of mistakes had become an important part of her
efforts to encourage success in student teaching.
Through the semester, Bonnie and Donna caught glimpses
of but never fully understood one another's positions.
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Indeed, it often seemed the actions they took based on their
stances toward student teaching unwittingly led them farther
away from such understanding.

By the details she attended

to in Bonnie's teaching, and the frequent advice based on
her own practical knowledge which she gave, Donna was
implicitly communicating to Bonnie that her own stances were
the focal point of the practicum.

By measuring her success

by the extent to which she did things to please Donna, thus
often choosing to suppress her own stances, Bonnie was
implicitly communicating to Donna that she was either
unwilling to share, or did not have, her own point of view
on teaching events.

Even without these problems of

understanding, the fast-paced, public environment of the
school tended to prevent the sort of conversation between
the two that might have helped them achieve a convergence of
meaning.
Without a convergence of meaning, the behavioral
world of Bonnie's student teaching led to learning binds.
These binds, and the extent to which they were or were not
overcome, helped determine the nature of the development
(i.e., negotiation) of Bonnie's stance toward the elements
of teaching during her student teaching semester.
For Bonnie's student teaching, therefore, the
behavioral world of her practicum was a significant
variable.

It is also a variable notably missing in most

prior research on student teaching, or, if present, one
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which is not fully explicated by findings.

For example,

research suggesting that student teachers conform to
the attitudes or behavior of their cooperating teachers
during their practica offer very little evidence to explain
how and why this is so (e.g., McAuley, 1960, Price, 1961,
Yee, 1969, Seperson and Joyce, 1973).

The focus and

methodology of this study of Bonnie's student teaching,
however, provided rich information on what was occurring in
the minds of both Bonnie and Donna and on the ways in which
their stances were interacting.

Such data makes possible an

understanding of the contexts of Bonnie's student teaching
that transcends the simple conclusion that there were ways
Bonnie's behavior often seemed to mimic Donna's.
As a result, these data, while they do not refute
earlier claims that the cooperating teacher is a significant
socializing force in student teaching, tend to be more
closely related to the results of studies such as Zeichner
and Tabachnik (1985) and Ross (1986), which suggest that
socialization into teaching is an interactive process
influenced by the uniquenesses of persons and settings; that
conformity imposed by constraints in the milieu is not the
only outcome of this socialization, since the student
teacher, to varying degrees, can also be seen as an active
mediator of influences in the setting; and that, when
conformity does occur, it may take different forms and have
different meanings depending on the individual in question.
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The findings regarding Bonnie's student teaching milieu
similarly reveal that Bonnie was interacting with numerous
influences implied by her new experiences in an effort to
negotiate her stances toward teaching.

Her interactions

with Donna's stances were but one, albeit a significant,
element of this process, and these interactions were subtle
and complex, not simply a matter of Bonnie's assuming
Donna's stances.
While Bonnie's stance toward her setting influenced her
behavior in a way that sometimes led to considerable
emulation of Donna, that was not all that was occurring in
Bonnie's learning to teach.

Bonnie was also struggling to

negotiate her own stances toward the elements of teaching, a
process often in conflict with the constraints she perceived
in her practicum setting.

Bonnie was therefore caught

between two contradictory stance negotiations.

on the one

hand, she needed to understand her practicum context and
choose a position toward it that she felt would lead to
success.

On the other hand, she needed to use her new

classroom experiences to construct realistic understandings
of and stances toward learners, learning, teacher role, and
subject matter.
Bonnie's was a very good placement by most traditional
student teaching standards.

She had a committed,

experienced cooperating teacher who sincerely desired to
facilitate learning among student teachers and to share with
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them her practical knowledge of teaching.

Bonnie was a

bright, serious novice who wanted to learn.

Yet unintended

aspects of this student teaching placement - a setting
intended to produce learning - presented significant
barriers to Bonnie's stance negotiation toward teaching.
Despite this dilemma, Bonnie stances did undergo change over
the course of her student teaching.

WHAT, xz ANY. ASPECTS

TH£ DEVELOPMENT ££ STANCE £&£ fi£

.OBSERVED DURING STUDENT TEACHING
The work of both Bruner and schon suggest that stance
is a changing phenomenon.

It is negotiated or developed

over time and in response to experience.

Other research on

the practical knowledge of teaching, as discussed in Chapter
Two, indicated that, while student teachers are not "blank
slates," their cognitive representations of teaching
practice are necessarily limited because their prior
teaching experience is also limited.
While Bonnie began student teaching with initial
positions based primarily on her past experiences as a
student, the experiences she had while student teaching
presented challenges to her initial stances.

These

challenges took the form of problems of practice that
required her to rethink her representations of the elements
of teaching.

As she reconstructed her understandings of the

elements of teaching, she moved toward re-negotiation of her
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stances as well.
As Bonnie struggled with the unexpected problems of
practice that she encountered, as well as with the problems
she perceived in her behavioral world with Donna, her
stances sometimes seemed to move swiftly and significantly
away from her initial positions.

Her old stances did not

fit her newly emerging representations of teaching and did
not solve her new problems, so, at least in behavior, she
seemed to leave them behind.

Thus, she used lecture/

discussion, instead of the more experiential methods she
preferred, when she encountered difficulty in planning and
when she felt pressured to teach as Donna did.

However, as

time went on, Bonnie seemed to revisit the major themes of
her initial stance, and attempted to reconcile them with her
changed representations.
Her struggle to "know what to say" in planning and
interactive teaching is an example of this process.

Bonnie

was aware that she was not teaching as she had intended, and
still believed she should, yet her emerging views of what
planning and implementing the subject matter aspects of
teaching were really like, as well as her perceptions of the
constraints of her student teaching setting, were
unavoidable parts of her new understandings of teaching.
Therefore, she relied heavily on lecture/discussion but she
also tried to interject games and simulations into her daily
routine

and to wean herself away from dependence on the
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textbook in an attempt to include what she originally
believed with the stance implied by her new experiences.
Another example is Bonnie's stance on learners and on
her role as teacher.

Bonnie's classroom experiences,

particularly her unexpected encounters with "discipline"
problems, led to representations of these elements that were
very different from the ones with which she entered student
teaching,

soon her actions toward students and her

characteristic ways of behaving in the classroom were quite
dissimilar from her initial stance on these elements.

She

reported that she was just not the kind of teacher she
expected to be.

she said she knew that she was using

disciplinary measures with students which she once promised
herself she'd never use.

Bonnie was aware of this

dissonance, and this awareness was accompanied by her
eventual attempt to reconcile the stand she had once taken
on these elements with the new representations she was
constructing.

By the end of her student teaching, she had

begun to seek, with some success, alternative classroom
management strategies that would fit with or be appropriate
to the new things she had learned about students over the
weeks of her practicum, yet that also were more congruent
with her original stances on students and her role in
relation to them.
The aspects of the development of Bonnie's stances
toward teaching which were captured by the data of this
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study do, therefore, tend to confirm the idea that the
development of stance is a process of "negotiation."

Bonnie

was involved in a kind of cognitive arbitration; she was
engaged in settling the differences which arose between her
initial positions on teaching and the implications of her
new teaching experiences.

The part of the process visible

at the conclusion of her student teaching seemed to be
characterized by a move toward compromise.
As a result of her stance negotiation, Bonnie's student
teaching was an ongoing, often difficult struggle to find
ways to reconcile the meaning she was deriving from her
experiences with the positions she had originally held on
teaching.

Her stance negotiation was not a neat, linear

process; it was a circular, sometimes messy one.

Problems

of practice arose, were partially overcome, then recurred
and had to be faced anew,

issues which Bonnie felt were

resolved often became problematic once again.
The major themes of Bonnie's initial stances toward the
elements of teaching seemed to play an important role in
this process.

The themes of her initial stances alternately

receded, then came again to the foreground of Bonnie's
teaching.

They appeared to be the reference points during

her stance negotiation.

As a result, new experiences became

problematic to the extent that, over time, they began to
imply a stance different from that constructed on the basis
of her prior representations of teaching.
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An important aspect of Bonnie's stance negotiation
during student teaching was the sense conveyed by the data
that the practicum semester encompassed an intense period of
stance negotiation, yet only a portion of the process.

The

process had begun prior to Bonnie's entering student
teaching and was not complete at its conclusion.

Much

unfinished business related to stance negotiation was still
present in the final days of Bonnie's student teaching.
The likelihood that that only a portion, though an
important portion, of Bonnie's stance negotiation occurred
during her student teaching seems congruent with Bruner1s
suggestion that persons are involved in a continuous process
of "worldmaking."

Feiman-Nemser (1986) likewise suggests

that that learning to teach is a process tied to the actual
work of teaching, to the ways it is perceived, and to the
interaction over time of personal biography and educational
experiences (such as the features, setting, and people of
the teacher preparation program).

Bonnie's stance

negotiation also tends to confirm the conclusions of Clark,
Smith, Newby, and Cook (1984) that one's "repertoire of
teaching" tends to originate in personal experience and
appears to develop over a lifetime.

Though one's practical

knowledge of teaching may become a more conscious phenomenon
and be further refined in student teaching, it does not
originate there nor is it completed there.
Bruner (1987) suggests that the generalized set of
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stances one negotiates over time creates one's sense of
self.

When applied to teaching, this may mean that the

formulation of one's sense of self as a teacher is tied to
the negotiation of stance toward teaching.

The data

regarding Bonnie's student teaching tend to lend credence to
this assertion.

There were a number of occasions in

Bonnie's student teaching when her stance negotiation seemed
closely connected to her sense of self.
As Bonnie reported the thoughts and feelings that
accompanied her stance negotiation, she often used terms
related to identity.

For example, when caught in the

struggle related to learners and to her role in relation to
them, she talked about not being who she expected, about
being different from the teacher she wanted to be.

When

caught between her own stance and Donna's in relation to
student teaching, she queried, "Who am I?"

When Bonnie's

stances toward teaching were at their most ambiguous, then,
she seemed dissatisfied and/or confused about who she was as
a teacher.

To the extent that her stance negotiation was

still incomplete at the end of her student teaching, her
sense of self as teacher seemed also to still be evolving.
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IMPLICATIONS Q Z

FINDINGS

As noted in the limitations of this study cited in
Chapter One, care must be taken when extrapolating the
findings of this single subject study to other settings.
While there may be important implications in the findings of
this research, they may relate exclusively to Bonnie.

Their

appropriateness for other contexts rests with the unknown
extent to which Bonnie's experiences may be similar to that
of other student teachers.

How much this is so will require

comparison of these data to those of similar studies and to
the practical knowledge of teacher educators whose
experiences have given them insight into teacher learning.
%

naed for Additional Research

Because of this study's focus on a single subject and
it exploratory intent, one of the most important
implications of is the need for similar research with other
student teachers.

This research, with its naturalistic

methodology and focus on stance, resulted in comprehensive
data on Bonnie's student teaching that appeared to
illuminate important aspects of her acquisition of practical
knowledge of teaching during student teaching.

However, the

usefulness of the concept of stance in helping teacher
educators to understand and enhance learning in field
experiences for pre-service teachers will depend, in part,
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on additional research which replicates and extends this
effort.

Xe.ashinq Knowledge end Xe.aolier Education
The findings of this data imply several things about
the nature of teaching knowledge which may be true for other
preservice teachers in addition to Bonnie.
knowledge is multifaceted.

First, such

Just as teaching is comprised

of numerous elements and subelements, so is one's knowledge
of it.

At a minimum, it seems to involve an understanding

of self and one’s relation to the role of teacher, knowledge
of pedagogy and of one's teaching specialization, (the
"subject matter" category of this study), knowledge of
learners and learning, and knowledge of the milieu in which
one teaches.
While teaching knowledge may be comprised of numerous
elements, these may be quite holistically connected in the
ways teachers think about teaching.

The subject matter

category of this study provides a case in point,

studies of

teacher thinking such as Oberg's (1987) indicate that
teachers perceive subject matter in a way that combines
knowledge of content and methods.

Shulman (1987), who also

asserts that the knowledge base of teaching is multifaceted,
similarly suggests that one kind of knowledge particularly
crucial to teaching is pedagogical content knowledge: "that
special amalgam of content and pedagogy that is uniquely the
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province of teachers, their own special form of professional
unders tanding" (p . 8).
Pedagogical content knowledge, when combined with
knowledge of learners and learning, enables a teacher to
know what and how to teach in a particular context.

The

existence of this type of knowledge is suggested not only by
the data of this study, but of previous research as well
(e.g, Adler, 1984; Grant, 1987; Hasweh, 1986).

What is

known about one’s content area needs to be intricately
connected in the minds of teachers to other aspects of
teaching.
Traditional means of educating teachers may do little
to facilitate the acquisition of this knowledge.

Bonnie had

successfully completed and earned above average grades for
classes in the social sciences taken in her University's
College of Arts and Sciences.

She was likewise successful

in the College of Education, both in methods classes taken
in the Department of Curriculum and instruction and in
classes related to learners and learning taken in the
Department of Educational Psychology.
There is little or nothing in the data of this study
that suggests these courses were not expertly taught.
However, certain aspects of the nature of Bonnie's stance
negotiation do suggest that her teacher preparation had not
adequately helped her to integrate what she had learned in
these various courses into a useful framework for making
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teaching decisions.

She had not adequately acquired

pedagogical content knowledge.
The lack of adequate pedagogical content knowledge may
account for much of Bonnie's difficulty in knowing what to
say while planning and teaching.

She seemed to have

adequate knowledge of the content of her field and of
available methods.

Combining the two, however, in order to

enable her to know what to say in a particular lesson plan
or to a particular group of students while teaching appeared
to be a separate competence, one she had not yet fully
acquired.

The data on her stance negotiation toward subject

matter revealed her struggle to achieve and be able to use
this kind of knowledge.
How might teacher education programs better facilitate
the acquisition of such knowledge among students like
Bonnie?

One potential way is to reduce the separation that

currently exists between and among the components of
traditional teacher education programs and to increase the
collaboration of all academic units which share in the
process of preparing novice teachers.

As Shulman notes, his

conception of teaching knowledge emphasizes the need for
relationships between those departments which teach content
and those which teach pedagagy, thus making clear that
"...teacher education is the responsibility of the entire
university, not the schools or departments of education
alone" (Shulman, 1987, p. 20).
284

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

Collaborative relationships among academic units which
lead to a better integration of program content related to
the teaching specializations and pedagogy may not, however,
be enough.

The data on Bonnie's stance negotiation, as well

as the results of previous studies of the implicit aspects
of the knowledge base of teaching, suggest that a
significant portion of teachers' thinking and practice may be
derived as much or more from their personal classroom
experiences as from the data, theories, or principles heard
or read during teacher preparation.

Who Bonnie believed

she should be as teacher, what she believed students were
like and how they learned, and what methods she believed she
should use in teaching seemed closely tied to what she had
experienced as a student and the new knowledge she was
gaining from teaching experience.
The "lessons" Bonnie had learned about teaching,
therefore - at least the ones which seemed to most affect
her stance and thus her practice - may not be recognizable
to her professors as the more formal theories about teaching
and learning that they may have attempted to convey to her
in her preservice teacher education program.

At least for

Bonnie, formal "textbook" knowledge of teaching and learning
seemed to become useful (that is, to make its way into her
language of practice) only when conferred meaning through
experience.

"They can tell you," Bonnie said, "but until

you experience it for yourself..."
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The close tie between experience and the acquisition of
teacher knowledge seems to suggest that a better integrated,
more collaborative relationship between teacher preparation
programs and the schools in which preservice teachers pursue
their field experiences is as important as integrating the
various on-campus components of teacher preparation.

For

some time it has been suggested that more field experiences
are needed in teacher preparation and that these experiences
should begin earlier in the preservice teacher's program.
Given the extent to which Bonnie's initial stances emanated
from past experience, this research certainly does not
refute that assertion.

However, this research does

underscore the need for quality to be as important as
quantity in field placements.

The kind of field experiences

to which we assign preservice teachers (how they are
arranged and how they are integrated with other aspects of
teacher preparation) may be a crucial consideration in the
development of competence.
The insights into Bonnie's professional learning
provided by this research, particularly with regard to the
difficulties she encountered in constructing cognitive
representations of and stances toward teaching, suggest that
those who design and implement programs for preparing
preservice teachers need to become more attentive to the
ways teachers actually acquire, hold, and use teaching
knowledge.

Many features of the way Bonnie learned to teach
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seemed net to be adequately accounted for in her formal
preparation.
Reconceptualization of such programs ought to include
consideration of the ways alternative means for structuring
learning experiences could be infused into, or replace,
traditional configurations of courses and field experiences
in order to better facilitate learning.

The traditional

semester-long course, for example, might be replaced or
supplemented with learning modules or workshops that combine
on-campus experiences with some focused aspect of teaching
with ample opportunity to experience that aspect of teaching
in real classrooms.

Students also need more opportunities

to discuss and explore the sense they are making of their
program experiences with professors, cooperating
teachers, and peers, even if this means signficantly
restructuring courses and field placements.
A central implication of this study, and one which
ought to be considered in teacher education reform, is that
a constructivist perspective seems quite appropriate
for conceptualizing the process of learning to teach.
Bonnie was constructing representations of teaching through
experience, and the meanings she assigned that knowledge
contributed to her stances on teaching.

Her stances, in

turn, were an important part of the cognitive framework
within which she made teaching decisions.

If we are to

facilitate the acquisition of competence in novice teachers,
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therefore, attention to stance negotiation needs to be part
of the process of educating teachers.
To achieve this goal, we must give more attention to
the cognitive aspects of teaching in teacher preparation.
Whether one sees the essential cognitive part of
professional competence as decision making (e.g., Shavelson,
1973), reflective practice (e.g., schon, 1983),
"worldmaking" (Bruner, 1987), or pedagogical reasoning
(e.g., Shulman, 1987), the implication is the same: the
processes by which one comes to know about teaching, assigns
meaning to and takes a professional stand on what one knows,
and then makes decisions which embody one's knowledge and
stance in a personal language of practice ought to be
crucial concerns of teacher educators.

Until they are, we

leave the Bonnies in our schools of education largely on
their own in trying to make sense of the complex world of
teaching.

T.oaard Reflective Practice and the Reflective Practicum
Schon (1987) advocates the use of a "reflective
practicum" as a way to improve knowledge acquisition in
professional education.

He does not, however, offer a

concise definition of or recipe for such a field experience.
A crucial ingredient, in Schon's estimation, appears to be
the participants' capacity for reciprocal reflection-in-
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action, the process of bringing to the surface and mutually
reflecting on what is occurring in th practicum in an
atmosphere that is free of defensiveness and characterized
by shared inquiry.

The ability of the experienced

practitioner and the novice to make their representations of
practice explicit and visible, as well as the capacity of
each to enter into the world which the other has cognitively
constructed and to make sense of that world, are important
for achieving reciprocal reflection-in-action.
Schon himself admits that such qualities are difficult
to achieve and that many potential barriers exist to the
dialogue necessary for the ideal reflective practicum.

The

novice in particular is placed in a difficult situation; the
reflective practicum requires her/him to bring to the
practicum reflective qualities which he/she may not yet have
learned.

Can the reflective practicum be established only

when the novice is already reflective?
Complicating the situation is the fact that Schon's
work deals primarily with contexts such as the design
studio, the counseling practice, etc.

The exigencies of

these settings may be quite different from those of the
typical school. The differences which exist between the
dynamic contexts of teaching and the more one-to-one
practice of other professions may make the reflective
practicum an even more elusive goal for education than schon
suggests (LaBoskey, 1988; Gilliss, 1988).

As Shulman (1987b)

289

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout perm ission.

points out, the demands of the practice of teaching may be
like those of other professions only in special cases;
education, for example, may resemble the practice of
medicine most closely if you compare the typical classroom
to work conditions in a hospital trauma unit.
Nevertheless, reflection in teaching is becoming an
increasingly more common theme in educational theory and
research.

Wildman and Niles (1987) note that much of the

recent reform rhetoric calls us away from an image of the
teacher as technician toward an image of the teacher as
reflective practitioner. While the experiences of Wildman
and Niles in Virginia's Beginning Teacher Assistance Program
lead them to believe that "...the theme of teacher as
reflective professional should be pursued vigorously in
programs of training and support for teachers," they also
believe that "the idea has a great potential for failure"
(p.26).

As these authors note:

The fast pace of life in the classroom and the demands
of being a good teacher provide very little opportunity
to stop and listen, analyze, and change practice based
on what is seen or heard (Wildman and Niles, 1987, p.
28).
Added (and perhaps related) to the pace of teaching is
the fact that the culture of schools seems to be one
which encourages a view of teaching as something you do, not
something you think about.

This could be seen in Donna's
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initial difficulty in talking about her role as cooperating
teacher.

Though she was eventually able to articulate

various elements of her stance on her role, the implicit
nature of her stance made this difficult to do.

She first

said, "I never thought about this, Jody. I just d£.
haven't really thought about it" (I-3/23-D3).

And I

The same

phenomenon has been observed among student teachers (Bolin,
1988, p. 50).
Wildman and Niles warn that, to successfully promote
reflective practice among teachers, we must take into
consideration the conditions which are essential for
reflection.

Among the most important are the needs for

support from administrators, room (time and space) for
reflection, and a collaborative, supportive environment that
includes other teachers.

In addition to the provision of

these conditions, teachers may also need training to aid
them in gaining skills in the observation and analysis of
teaching (Wildman and Niles, 1987).
One important barrier to reflection is the tendency for
the observation of teaching (whether by self or others) to
be biased toward what Wildman and Niles have observed to be
an "evaluative stance," leading to judgements rather than
objective analysis (Wildman and Niles, 1987, p. 27).

Such a

stance is a clear tendency in the student teaching
environment, where the novice's practice is continuously
scrutinized for the purposes of evaluation.

A result
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of this evaluative bias in the placement can be that the
student teacher submerges his/her own feelings and
professsional decision making in favor of efforts to please
the evaluator.
Bonnie's attempts to please Donna, despite Donna's
desire that Bonnie not do so, are a clear example of the
danger inherent in a practicum with an evaluative bias.
Though she seemed not to know it, Donna's emphasis on
evaluative feedback was virtual insurance that the patterns
in the behavioral world of Bonnie's student teaching would
be perpetuated rather than broken.

Schon describes a

relationship between a novice designer and her supervisor
(Judith and Northover) that has very similar qualities.

He

notes that such a practicum has a "self-sealing" behavioral
world; it becomes "a disease that prevents its own cure"
(Schon 1987, p. 136).
Bonnie and Donna were both committed, caring
individuals.

In their case, if there is blame to be placed

for the nature of the behavioral world in the practicum, it
seems to belong with traditional expectations and
arrangements for student teaching placements.

While Schon

has observed practicum relationships that enable
convergences of meaning and successfully avoid learning
binds, there is much in the nature of the practicum setting
itself to encourage the kind of behavioral world that
Bonnie's and Donna's stances created.
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The cooperating teacher is traditionally expected to
play an evaluative role in student teaching.

He or she is

the "expert" whose advice and counsel help guide the novice
toward improved practice and who, to some extent, is
responsible for pronouncing the student teacher a "success"
or a "failure."

The traditional role and attitudes of the

student in a practicum also contribute to distance between
student and supervisor that inhibits open reflection.

Schon

describes these tendencies, which seem quite applicable to
Bonnie's response to student teaching:
For the most part, students...hold unrealistically high
expectations for their performance...They see error as
failure, and when they repeat their errors, they
experience a blow to their self-esteem.

They do not

as yet have the idea of a learning process in which
imperfect actions are continually modified through
reflection-in-action.

Hence, their growing awareness

of complexity and dilemma leads them to discouragement
or even despair.
They are ambivalent toward their instructors. They
feel they perform under scrutiny and are anxious...for
the instructor1s approval (reproducing in this way the
familiar idea of "school").

They tend to hide their

feelings of uncertainty; criticism often makes them
defensive.

At the same time they may feel awe at the

instructor's competence, which makes the instructor
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seem even more distant for them and amplifies the size
of the learning task (Schon, 1987, p. 291).
The evaluative role of the cooperating teacher, when
coupled with these tendencies of students in a practicum,
seems to suggest that a behavioral world such as Bonnie's
and Donna's could be expected to occur frequently, and may
be difficult to prevent or overcome.

The barriers to

reflection that are normally present in schools, when added
to those unique to the practicum setting, present
significant obstacles to be surmounted.

Doing so, however,

seems critical to promoting the sort of reciprocal
reflection-in-action that facilitates successful stance
negotiation.
Considerable additional research is needed to help us
understand the potential usefulness of Schon's conception of
the reflective practicum.

Though the ideas that comprise

his discussion of the reflective practicum seem quite
relevant to Bonnie's experiences, much more needs to be
known about such concepts as the behavioral world of the
practicum, convergences of meaning, reciprocal reflectionin-action, and learning binds.

What does reciprocal

reflection-in-action look like in student teaching and how
do we promote it?

What level of understanding is enough

(or too much) for the optimum convergence of meaning?

How

can the concept of the learning bind enable us to better
understand and promote teacher learning?

How do we "unbind"
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student teachers1 learning so they are able to productively
use problems of practice to expand their knowledge of
teaching?

The data on Bonnie's student teaching provide

tantalizing glimpses into such issues, and imply these
questions should be pursued further, but do not offer
difinitive answers.

The Rale a£ the C.oop.ex.ating Teacher
An additional question that can be raised is: What are
the tasks of a cooperating teacher in a reflective
practicum?

Schon (1988) places primary emphasis on the role

of the coach who "helps, provokes, encourages a teacher to
reflect on her own practice" (p. 22) . Given the influential
place of the cooperating teacher in student teaching,
including Bonnie’s, Schon's coaching role seems a
potentially helpful one for the cooperating teacher to
assume.

According to Schon, "Coaching reflective teaching

always involves a three-fold task:"
- To make sense of and respond to the substantive
issue of learning/teaching in the situation at hand,
- To enter into the (student) teacher's

ways of

thinking about it; particularizing one’s description
or demonstration to one's sense of the (student)
teacher's understanding,
- To do these things in such a way as to make
defensiveness less likely (Schon, 1988, p. 23). ~
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In addition to the three-fold task facing all coaches
of teaching, Schon suggests that there are three alternative
models available for the role of coach.

These can be

characterized as follows:
- The "Follow Me" model: involves "telling and
listening" and "demonstrating and imitating."
- The "Joint Experimentation" model: involves an
exploratory, analytical stance by coach and student
who engage in jointly exploring a situation at hand.
- The "Hall of Mirrors" model: involves the coach’s
supervision serving as representative of the kind
of practice the student is encouraged to achieve (see
Schon, 1987; MacKinnon and Erickson, 1988 for further
descriptions).
Schon does not see these three models as mutually
exclusive.

They may actually be combined in various ways in

a reflective practicum.

MacKinnon and Erickson (1988) have

done some preliminary research on how these models may be
described to operate in student teaching.

Their description

of a secondary science student teacher's interaction with
his cooperating teacher suggests that two important
conditions must be met for coaching within these models to
result in reflective practice by the student teacher: the
ability of the cooperating teacher to "articulate and
demonstrate a coherent perspective of teaching practice" and
the presence of "a climate of trust and a nondefensive
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posture" (p. 133).
It seems, then, that a broad range of abilities may be
desirable for cooperating teachers to successfully
facilitate reflection for students like Bonnie.

They must

themselves be reflective practitioners who are articulate
about their view of practice and fluent in discussing
educational issues/situations. They must be ale to enter
into student teachers' frames of reference to understand
their views of practice.

They must understand and be able

to employ various strategies for coaching reflective
practice. Perhaps most difficult of all, they must be
representative of, and call student teachers toward, a
vision of competence while somehow encouraging a
nondefensive climate where student teachers can engage in
their own reflective process of self-definition.

Other

qualties, not yet articulated by theorists and researchers,
may also be needed.
Where do we find or how do we educate such persons? How
might Donna have been helped to more actively promote
Bonnie's stance negotiation?

Considerable work remains to

be done by teacher educators and researchers to answer such
questions.

Collaborative action research projects that

engage teacher educators and cooperating teachers in
imagining and trying various new strategies for student
teaching might be helpful in this regard.

Another potential

avenue is represented in the work of Olson and carter
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(1988), who have used Schon's ideas about reflective
practice in investigating the student teacher/cooperating
teacher pairing.

They developed instruments to help

universities and schools collaboratively assess teachers'
ability to reflect on and articulate their knowledge of
teaching.

Their research suggests that such assessment can

enhance the selection of cooperating teachers who are able
to successfully model reflection-in-action in their own
practice and encourage student teachers to do likewise.

The Role

the UniV.ersi.tY supervisor

The university supervisor's is a role that tends to be
ambiguous and overlooked.

In the case of Bonnie's student

teaching, the supervisor did not appear to have a
significant impact on Bonnie's stance negotiation.

This

raises the issue of what role the supervisor might assume in
the establishment of a more reflective practicum.
Richardson-Koehler (1988) found in her study that it is
very difficult for the university supervisor to have any
significant impact on student teaching.

Coming from a

culture different from the school's (that of the
university), with little time to build trust and get

to know

the setting and participants, the supervisor has little hope
of establishing the necessary conditions for mutual
reflection with the other two members of the student
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teaching triad.

At best, they are supervisors of a

process rather than of a student teacher (RichardsonKoehler, 1988).

Given this situation, Richardson-Koehler

advocates the improvement of the school's overall climate
for reflection and the provision of training in supervision
and the analysis of teaching for cooperating teachers, since
university supervisors are unlikely to acquire the impact
which the school and the cooperating teacher have on a
student teacher's practicum experiences.
There may, however, be other avenues worth further
investigation. The methodology used in the study of Bonnie's
student teaching suggests that a reflective journal can help
make the student teacher’s stances and stance negotiation
more visible, thus making these more accessible to both the
student teacher and the supervisor.

While Bonnie's journal

was used only for data collection purposes, it might also
have served as a valuable supervisory tool.

In a similar

vein, Bolin's research suggests that a reflective journal
can be an effective tool in helping student teachers to be
more deliberative about their practice (Bolin, 1988).
Bonnie's claim that the interviews with the researcher
were helpful suggests that the nonevaluative stance assumed
by the investigator might be a useful position for a
university supervisor.

Likewise, in a study of preservice

teacher/cooperating teacher/university supervisor
relationships that facilitate knowledge growth
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(Hollingsworth and Goodman, 1988), participants reported in
an exit interview that answering the nonevaluative questions
asked by the researchers had been the most valuable form of
supervision:
Our questions, they felt, made them more reflective
about their teaching. Talking with us forced them to
articulate and clarify for themselves what they were
doing and why they were doing it. Such non-evaluative
supervision might encourage critical analysis rather
than performance for evaluation in teacher education
progams (Hollingsworth and Goodman, 1988, p. 23).
The use of nonevaluative supervision, though it alone
may not be sufficient for dealing with a student teacher who
encounters serious problems, may aid in overcoming the
evaluative bias in schools and in student teaching contexts
that tend to inhibit open reflection.

As Wildman and Niles

(1987) learned, the enabling of reflection requires the
teacher educator to "listen and facilitate, rather than talk
and dominate" (p. 30).

Such techniques encourage the

student teacher to make explicit the normally implicit
aspects of his/her thinking about teaching.
Because considerable previous research on teacher
thinking, as well as this study of Bonnie's student
teaching, emphasize the importance of the cognitive aspects
of teacher learning, the kind of supervision which is needed
may not be applied behavior analysis, though clinical
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supervision is often defined in these terms.

Sophisticated

behavior analysis may be more appropriate for the
professional development of the experienced teacher, who has
already constructed understandings of and stances toward
teaching to serve as a framework for the analysis.
Preservice supervision might be better focused on helping
the novice to construct adequate representations of
experience and to formulate defensible stances toward the
elements of teaching, and therefore ought to give increased
attention to cognition.

By doing so, the practicum would

better enable the student teacher to evaluate his or her own
experiences, as well as to envision and test alternative
strategies.
Nonevaluative supervision and attention to cognition
may be particularly important in light of the fact that
knowledge growth in teaching may be best facilitated by
encounters with problems or dilemmas.

The catalysts for

Bonnie's stance negotiation were almost always problems of
practice - dilemmas which challenged her previous ways of
viewing some element of teaching.

While her quest for

positive evaluations from Donna led her to downplay or
become defensive about problematic situations with her
cooperating teacher, she showed little or no hesitance about
exploring these situations with the researcher.

Such

exploration is vital to using problems and dilemmas as
vehicles for professional learning, but is discouraged when
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the focus of the practicum is on evaluation and the
prevention of problems, or when it gives inadequate
attention to what the novice thinks about events.
The researcher's experiences with Bonnie suggest
that the university supervisor might embrace, rather than
lament (as does Richardson-Koehler, 1988), the role of
supervising a process more than a person.

Such a role would

entail a focus on process issues and relationship-building.
It might begin with nonevaluative observing, questioning,
and listening.

The methods of data collection used to make

Bonnie's thinking more visible, and the nonevaluative,
empathic stance assumed to build trust with both
participants in this research could also be used as
supervisory tools.
Once information is acquired and a productive
relationship established, these could be employed to help
create the conditions required for reflection.

For example,

the data the researcher collected on the behavioral world of
Bonnie's student teaching could have been used to plan an
intervention to help "unbind" the setting by working with
Bonnie and Donna to aid them in reflecting on their
miscommunications.

Schon suggests that such intervention

may be helpful when learning binds occur in a practicum.
Such binds create the need for another rung to be added to
the ladder of reflection: the ability to reflect on the
practicum as well as on practice (Schon, 1987).
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If the role of the cooperating teacher in a reflective
practicum is best focused on reflection-in-action, then the
appropriate province of the supervisor might be the
metacognitive aspects of the setting, that is, reflection on
the reflection that is occurring in the student teaching
setting.

While the cooperating teacher might bear the

primary responsibility for reflecting with the student
teacher on problems of practice, the supervisor's purview
would include reflecting with them both on problems of the
practicum in order to make sure that the additional rung on
the ladder of reflection is available whenever needed.

This

role as supervisor of process, however, would require that
the university supervisor not only have mastered the
reflective teaching practice required of the cooperating
teacher, but also have acquired advanced levels of knowledge
in such areas as teacher learning, the nature of
professional knowledge, and the characteristics of a
successful reflective practicum.

Such a person would also

need well-developed interpersonal skills.
If university supervisors are to be facilitators of
reflection in the student teaching setting, than their
capacity for reflection may be an important consideration.
They must be reflective practitioners of supervision, able
to adequately analyze practicum events, frame problems, and
apply knowledge in a context-sensitive manner to help
student teachers and cooperating teachers move toward
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convergences of meaning.

A study by Rust (1988) indicates

that novice and experienced supervisors differ in their
reflective abilities, with experienced supervisors most
closely resembling Schon's reflective practitioner.

Rust

suggests that this finding indicates a need to invest in the
professional development and reflective capacities of
supervisors.

Beginning supervisors should be provided with

training, perhaps have mentors, and should engage in
reflective collaboration with other supervisors (Rust,
1988) .
The question remains, however, of whether a university
supervisor can devote adequate time in the setting to have a
significant impact, even as a supervisor of process.
Obviously, the many hours the researcher spent with Bonnie
and Donna would not have been possible if she had also had a
full teaching and supervision load during that semester.
Nevertheless, there is no substitute for the investment of
time in acquiring an adequate understanding of the meaning
perspectives of participants and of events in student
teaching.

Most universities and colleges probably lack the

financial and human resources which would be required to
give supervisors adequate time in the student teaching
setting.

School-based supervision might be one alternative

to solving this problem.
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Additional Research a n d Strategies Needed for Educating ihe

Refle.c.ti^e Teacher
In addition to changes in the characteristics of the
student teaching setting, as well as in the roles of
cooperating teachers and supervisors, what other program
changes might facilitate reflective practice for students
like Bonnie?

Given the value of dilemmas in helping novices

to acquire knowledge of teaching, a number of teacher
educators are experimenting with the use of case material in
stimulating preservice teachers' reflection on teaching.
Kubler LaBoskey (1988) reports the usefulness of case
investigations for preservice teachers which "were designed
to thrust student teachers into perplexing situations that
would increase the likelihood of their surfacing an
educational issue about which they had some misconceptions"
(p. 20).

The projects were developed to help promote the

qualities of Schon's reflective practicum, primarily to
facilitate reflection-in-action.
Additional evidence that case materials may be useful
is provided by Shulman (1988) and Kilbourn (1988).
Weinstein (1988) also advocates the use of cases which
confront preservice teachers with educational dilemmas as a
means to acquiring more complete and adequate conceptions of
teaching.

She cites a number of research studies indicating

that preservice teachers tend to have incomplete and often
unrealistic conceptions of teaching prior to their first
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actual teaching experiences.

The research conducted with

Bonnie similarly suggests that a student teacher's initial
stance is incomplete at the onset of the practicum.
Though a novice may begin teaching with an incomplete
and/or inappropriate representation of teaching, the nature
of that incomplete view may have a significant impact on how
the person subsequently constructs representations of
practice.

Just as the themes of Bonnie's initial stances

expanded, but were not abandoned, in her subsequent stance
negotiation, other research has suggested that student
teachers' cognitive perspectives may enlarge, but seldom
undergo fundamental change over the course of the practicum
(Bunting, 1988).

Changes in student teacher perspectives in

the Bunting study were of degree rather than kind.
If the initial representations and stances of student
teachers tend to enlarge to accommodate new information, but
tend not to be completely reformulated as the result of
field experience, then the nature of the initial positions
which they bring to a practicum may be an important
indicator of how they will ultimately think about their
practice.

We may need to provide opportunities for

stimulating stance negotiation prior to student teaching, so
that initial representations of practice (i.e., those held
at the outset of student teaching) are as complete and
realistic as possible.

Case studies of teaching dilemmas

are one approach, but another possibility is a simultaneous,
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integrated program of course work and field work that
emphasizes reflection.

Use of microcomputer and interactive

video disc simulations may hold great promise in this regard
also (Weinstein, 1988).

Such methods may also help bridge

the gap which exists between formal teaching knowledge
(i.e., that which is research and theory based) and the
practical knowledge of teaching which is acquired through
experience.

Additional research is needed on these and

other strategies and on their effects on teacher learning.

future Directions
Much research and experimentation remains to be done to
learn more about the nature, acquistion, and use of teaching
knowledge, and to identify the range of possibilities
available for facilitating aspects of professional learning.
The nature and function of stance in teaching is but one
aspect of professional cognition that requires additional
study.
Assuming that stance negotiation is found, as this
study suggests, to be an important dimension of learning to
teach, then finding ways to make teacher education and
student teaching more reflective seems to be an important
avenue to explore.

A more reflective climate could have

helped Bonnie to better understand and assign meaning to her
experiences in student teaching.

Her stances, and therefore
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her teaching identity, might then have been further
developed at the conclusion of her practicum.
The search for greater reflection in teaching, however,
should include careful consideration of the ends as well as
the means of learning to teach.

As Kubler LaBoskey (1988)

points out, Schon's discussion of reflective practice does
little to identify the ends of reflection, nor does it
answer the question of whether or not there is such a thing
as bad reflection.

The uncertainties and indeterminate

situations of teaching, as well as the potential impact of
teaching on the lives of students, make it all the more
important for teachers to be professionals who have sound
criteria with which to frame problems and evaluate outcomes.
There is a danger in Schon's model of the reflective
practicum that the high value placed on reflection-in-action
will cause ongoing inquiry into classroom events to take
precedence over discussion of the ends of those events.
Similarly, there is a danger that the student/coach
relationship will come to resemble so closely the
apprentice/master approach to craft learning that we will
encourage the replication of traditional modes of practice
more than the questioning of traditional norms (see Kubler
LaBoskey, 1988).
In much the same way as Schon's work, this study of
teacher stance in Bonnie's student teaching is value-free
with reference to what sort of stance a novice ought to hold
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in relation to the elements of teaching.
stance negotiation?

What is the end of

As novice teachers engage in the

process of worldmaking, should they be left free to
negotiate whatever stance their experiences dictate?

Should

we attempt to engineer their experiences so that certain
stances are more likely to result than others?

If so, what

stances are preferable and on what premises are they based?
Are there universal principles pertaining to what is right
or effective in teaching that ought to infuse the stances of
all teachers, or can good teaching vary according to
content, context, and person?

These and other important

questions deserve consideration in our efforts to construct
an adequate epistemology of educational practice and to help
preservice teachers learn to teach.
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INSTRUCTIONS £Q& JQURHA1-KEEPING

This notebook is provided for your daily journal entries,
each of which will consist of two parts. Please use the
following guidelines in writing the daily entries.

PART ONE:
After each school day, at a time convenient for you, begin
your journal entry as follows: On the left side of the page,
explain what you did during your classes that day (briefly
tell what content you covered and what activities you used)
and describe any events of the day that stand out in your
mind (for example, interactions with students or with your
cooperating teacher, or otherevents that pleased you,
disturbed you, raised questions in your mind, etc.). On the
right side of the page, opposite your account of what
happened during the day, write about your thoughts and
feelings concerning the events.
PART TWO:
After you have completed Part One of the daily entry, start
Part Two on a new page. In the left column explain what you
plan to do in class the next day; think of this as a sort of
narrative lesson plan. In the right column explain the
thoughts and feelings you had while planning for the next
day.
At first, until you get into the habit, you may find you
have to force yourself to sit down and write in your journal
each day, but stick with it! Most students and teachers
who have been asked to keep journals find that after awhile
they enjoy the opportunity to write about their experiences,
and find the journal writing to be helpful to them in the
same way expressing one's thoughts in a personal diary can
be. Above all, be honest in your journal. I will not be
looking for "right" or "wrong" thoughts or feelings, nor for
evidence of "good" or "bad" teaching. Rather, I'm deeply
interested in your experiences during student teaching and
the ways you think and feel about those experiences.
At agreed upon intervals I will read your journal and review
it with you. I may ask additional questions to guide future
entries. Thanks and good luck!
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The following questions relate the kinds of information to
include in your journal entries. You don't have to
specifically answer each question in every entry. Bather,
use the questions to guide you in a general way as you write
your daily journal entries.

PART ONE

EVENTS:

THOUGHTS AND FEELINGS:

What did you do in your
classes today? What
content did you cover
and what activities
did you use (i.e., did
you lecture, use a film,
have group discussions,
etc. )

What thoughts and
feelings do you have
about today's classes?

Did you follow your lesson
plans for today or did
you deviate from them in
any way? If you changed
your plans, what did you
do differently?

What led you to decide
to stick with or change
your plan?

What happened at school
today that stands out
in you mind? Did anything
happen which pleases you,
disturbs-you, confuses
you, etc.?

Why do you think these
events stand out in
your mind? What did
they make you think
and feel?
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PART TWO

PLANS FOR TOMORROW:

THOUGHTS ABOUT PLANNING:

What do you plan to do in
class tomorrow? (What
are your main objectives?
What activities will you
use? etc.)

What are you thinking
and feeling while you
plan for tomorrow's
lessons? Try to write
down as much as you can
of what you're thinking
while plan.

327

R ep ro d u ced with p erm ission o f the copyright ow ner. Further reproduction prohibited w ithout p erm ission.

APPENDIX B: SAMPLE OF JOURNAL ENTRIES
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INTERVIEW
2/1S/88

Interviewer:
Interviewee:

Jody Messinger Wolfe
Student Teacher (B)

Fifth period

J1

And what do you think now?

B1

You can't do that with your everyday content because it
doesn't fit in as w e l 1.

J2

With what?

B2

With the state of ability, like— before I came into
student teaching, I thought, you know,
I won't exclude
a lot of groups from doing this or that. They will
benefit from most things I do. But when I get in here,
I'm thinking, well they won't. And I've tried them on
the discussion.

J3

And now you realize that now, maybe you do have to
treat them differently.

B3

Yeah. They always told me
myself.

J4

Yeah.
I'll see for myself. And that's true.
And
if— okay, we just came into the room here— if you had
your choice— with more activities. So you are really
searching for something else to do— besides the
1ecture/discussion.

B4

I Just think they get so bored.
I know that I am— of
lecture.
I'd much rather use a simulation or
something.

that.

Well,

I'll see for

J5

But they have to have the material first.

B5

Yeah, uh huh. But they are bored until we get to
activities most of the time.

J6

That would be a particular problem with third period.

the
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B6

Yeah. Unless, I was thinking we could— I don't know
whether she would like this or not though— you know,

She might be. . . .(m e n tio n s Donna by h e r r e a l name)
J7:

That's okay, because when we do the transcript, we'll
change everything, (ch ange r e a l names to f i c t i t i o u s o n e s ) .

B7

Okay.
I don't know if she would like my doing this,
but like read a certain section....maybe put them in
groups and have them read a section and then deal with
certain things about it....
I don't know exactly ....
That would get them more involved, because the only
Involvement they get right now is me asking them
questions.

J8

So they would still read it in class.
be other ways to go over it.

B8

Yeah.

J9

1ftat would be a way to do it. You don't have to worry
about, "Are they going to read this as homework, or ...

B9

They won't.
try.

J10:

That's okay.
It happens in my sections.
feel bad.
(Both laugh)

Jll

Let me ask you about some of this Journal entry while
last week is still fresh in your mind.

But there would

Uh huh.

She told me they won't.

They won't even
Just don't

B11 Okay
J12

With this weekend Journal, you answered one of my main
questions for me.
One of the things I want to say,
after you have spent a whole week is. What things
surprised you about actually teaching? Was it
different than you thought it would be? You listed
some things that you thought were different, and the
first thing you listed was the grandlng and urn getting
materials, and getting ahead on your work— that that
takes a lot more time than you thought.

B12:

Yeah.
I'm constantly thinking— well I better run down
here and see what audio visuals they have, or what kind
of activity ties in.... Plus, you have your grading to
do— to get these back without losing them— have
everything organized, you know.
One of the problems I
have been having is that I didn't actually organize my
own notebook, and that's what caused me seme problems.

J13

So it takes a lot more of your time and requires you to
be a lot more organized than you expected.
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B13

On yeah....
I'm terrible on organization, but I'm
proud of myself this week, because I got very organized
this week.
I got everything.
Oh. there were some
things that were floating around, but I tried to stay
organized.
I mean, it Just overwhelms.
Other student
teachers (Jody laughs)
It is hard to be around,
because you Just find yourself swamped with these
things to do. Plus there is the lesson plan and what
you are doing today, and what's going on in the world.

J14

There is a lot more out of class time (Yeah) than you
expected. You are spending a lot of time in the
evening and on weekends, working.
(Yeah). (An. the
second thing that you wrote in this weekend entry are
the problems that you had— particularly in the area of
your losing your train of thought, which probably
happened even before fourth period on Friday, but that
is probably the one significant Incident to give the
example of the federal government having betrayed...and
you lost your train of thought while you were trying
trying to give the example. And it became— you said
disoriented. DL described it to me as disoriented.
I
think that is probably the best word to use to describe
what happened during that class. What is it you think
that causes you to lose your thought? What's going on
in your mind when that happens?

B14:

Well, one big thing— I didn't mention it there— right
before that, she went over my evaluation, okay (J: uh
huh) and she was telling me all these things that I
need to work on. While I'm up there. I'm trying to
think— what do I need to work on? And I'm trying to
incorporate those in. My mind is thinkingof this
Instead of what It is supposed to be thinking of— I
don't know— I'm a person who concentrates so much on
what I'm supposed to be doing, and if I start thinking
about other things, then I start getting disoriented.
I lose what I'm going after.

J15

So you were thinking about the areas (uh huh) that she
wanted to see changes in, and that you wanted to
concentrate on that— but also the lesson that you were
in the middle of— you had that in your mind too.

B15

Yeah, I was trying to think...and you should think on
them separately.
I should write them down when she
says it.
Into my notes where they go.
I was thinking
that would help.
It gets me.
I mean, I don't seem
that nervous.
I think when she talks to me its good,
because I know what to change. But then it gets me
real nervous, you know, and I'm thinking— "I'm not
doing anything right— you know.
It doesn't give me a
lot of confidence, but you have to have that or you are
not going to know what you need to change.
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J16

Like. If these are the things I need to change, then
what I did before was wrong.

B16

Yeah.

J17

And that makes you more nervous than...

B17

And sometimes I Just can't explain why I get nervous.
What she says to me makes perfect sense. But then I
Just get, you know, shaky about It (J: Uh huh).

J18

She tends to do that with you between every class
period, doesn't she?
(B: Uh huh) She'll sometimes
take notes and sometimes not take notes, but even
though I can't always hear what she says, I can tell
she is giving you Instructions every class period. So
you would start out every period (B: Yeah)
in your
mind with what she wants you to change. And normally
they seem to be very specific things (B: Uh huh) that
she has in mind.

B18:

Yeah, one thing last week— not only at the evaluation,
but all week. She is also telling me things I should
add in about the lecture. And there were so many
things that went on during that period that those
things that she told me they Just didn't register and I
couldn't put them in at all. And it Just totally
messed up what I had already planned.

J19

You had your plan already to go (B: Uh huh), and the
things that she was suggesting would be changes.

B19

And she was saying all these things which had an
lnfulence on liberation, Independence— all this
background information. She knows it because she has
been here so long and everything, but I, deep down
Inside, sometimes I don't feel like it is that
Important because they get more in depth later in
American history. And I Just confuse them sometimes,
(inaudible) so....

J20

So you find yourself saying, "Should I say this? or
Does this fit my objectives? Or "Should I work it in?"
And you've got to work it in while you are teaching <B
Yeah) and that makes a difference? <B: Yeah)
Nervousness

Something like that.

B20 Yeah, that is a part of it.
J21

There are certain periods and you are trying to Juggle
an awful lot (Yeah). We have identified some of it.
You have your own plans of what you want to do. You
concentrate on doing that as well as you can.
And
then there are the changes she has suggested to you,
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changes In process, or it may be changes in information
she wants you to give them and you've got that.
Something else you haven't mentioned, and that's the
questions the students ask you, that you can't really
plan for. How do you feel? I notice one boy in
seventh period, but you've got some in the other
classes too, that sometimes are relevant (Yeah, right)
but that are unexpected. How does that make you feel?
B21

J22

At first I try to deal with them, but I find myself
putting them off because she told me, "If they ask you
something, just tell them they can write an extra
credit report on that, or try to put It off in some
way, so I try to avoid every question, which I shouldnt
have, but sometimes you Just can't think of the answer.
You know.
(J: Uh huh) I mean, they could ask me what
color is your hair and Just because they asked me that
quick and I was thinking of something else, I (couldn't
want to answer it. Do you want to write a report on
that? (Jody laughs) Yeah, so I mean, that is a real
problem in this too.
I mean I'm not afraid of their
asking me questions.
It doesn't seem to me that you are.

B22

It wouldn't kill me if I didn't know the answer, an ego
trip or anything like that, but uh. I'd like to give
them the answers if I could.
I can't think of them,
and I don't know.

J23

I can tell the questions don't disturb you, and Ive
seen teachers, student teachers that it does disturb,
but uh Is it part of what throws you off of your train
of thought?

B23

Uh yeah, sometimes becuase they'll ask you a question
about something and sometimes you get off the track,
and then you are..."Well now how am I going to get
back? Instead of Just saying, okay, never mind with
that. Let's just get back to here. Because they are
thinking, you know, what you were Just talking about.
It is hard for them to change. But it does— that
throws you off a lot.
I know, you know, did I say
that?

J24

No, you didn't. We talked about it briefly before, but
you didn't talk about it in this entry, and I wondered
if that was still something that was throwing you off a
little bit, or whether you felt like you had that under
control. Um, some other things you mention, and then
I'll try to bring this up before someone comes back
into the room— is the mood of the school and how
apathetic the students are, and the teachers— Were you
surprised by that?
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B24

I was surprised about that because...because this is a
nice school. The students would be happy to be here,
and the teachers would be happy to be working
here— because I have Just seen other schools that
weren't Just half as nice and from my own high school
experience, it would not seem, well I was with
different sets of students. You know, I was probably
in a higher group, and we wanted to learn, and we
cared, and we didn't get to see a lot of apathy in the
students. You know, but it Just seems like there is a
lot more of it in this school. And the teachers— at my
school, it Just seemed they were interested...we11 it
was a small school too, I guess, they knew you and
they were Interested in you— what you did, and
interested in you succeeding, and, uh I don't know,
they would ask you how you are doing now.

J25

They show an Interest.

B25

They show an Interest, and many of these students
probably leave the school without that Interest.

J26

How many students were in your high school?

B26

Urn, let's see— about two fifteen to two twenty per
grade...

J27

Through how many grades?

B27

Nine through twelve.

J27

Nine throut twelve. Yeah, okay, so that is a good deal
smaller school, because there is more than that In— how
mary grades are here— seven through nine?

B28

Nine, yeah...

J28

Seven through nine?

B29

There is such a different range of students here, too.
They have all the LD's and all the BD's of the county
and the gifted of the county too— all here.

J29

For special programs and

B30

Yeah.

J30

And a lot of those are mainstreamed....

B31

Yeah, and that is different too, because when I was In
school they had you in tracks, but they didn't make
that sort of separation. You might be in one gifted
class, and you might be in another too.
It Just seems
like all of the gifted students here are together all
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day, and all the other ones are here all day too. They
never get in — it might be better in English. They are
in the higher English class. The same kids travel
around together.
J31

They go through the whole day together, regardless of
whether they have strengths or weaknesses in a
particular subject area.

B32

Yeah.

J32

Okay, well maybe that's. maybe that's what you are
picking up — you have a couple who seem to do better in
your subject.

B33

Yeah, I think they may be better in that area, and they
may Just be grouped that way because they go there all
day.
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Division of Education

y 3 W est Virginia University
College of Human Resources and Education

Dear
Thank you for agreeing to participate in this research. The
purpose of this dissertation research is to learn about the
nature and development of teacher "stance" - the perspective
which a teacher constructs and holds in relation to various
aspects of educational practice.
This study which you have been asked to share is a descriptive
one designed to increase our understanding of the concept of
teacher stance. It does not include the purpose of evaluating
you or your teaching. Rather, you are viewed as a professional
with much to share with those who seek to better understand
the nature of teaching as it is experienced by its practitioners.
You are therefore seen as a collaborator, a co-researcher, in
this study. Your full knowledge of and participation in both the
collection and interpretation of data is vital.
Your participation in the study is voluntary. You may decline to
answer any question asked of you and may withdraw from the
research at any time. . If you choose to withdraw from the study
prior to its completion, you may request that all information
pertaining to your participation be given to you at that time.
Your participation is anonymous. You will be given a fictitious
first name which will be used at all times to identify you in any
records kept which pertain to the study. The real name and
location of your school will also not be identified. Because our
stances toward the world are marked in our language, in some
instances tape recordings will be used during the study, only for
the purpose of making written transcripts which are complete and
accurate. In such instances the recordings will be made only
with your knowledge and permission and both the tapes and the
transcripts of their contents will be labeled with your
fictitious name and not your real name. At the conclusion of the
research you may request that the tapes be given to you; no
duplicates will be kept by the researcher.
I will be glad to answer any questions you have about the study
at any time. I look forward to collaborating with you.
Sincerely,

Jody Messinger Wolfe

304293-3441/3442 o 602-604 Alton Hall o P O. Box 6122 o M organtown. WV 26506-6122
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PARTICIPANT CONSENT FORM
As described in the attached cover letter, this research is a
doctoral dissertation study which seeks to investigate teacher
stance (the perspective which a teacher constructs toward various
aspects of educational practice). Participants in the study will
be observed in the course of their normal daily practice and will
be interviewed concerning their educational stance; tape
recordings may be made at these times in order to provide
complete and accurate written transcripts. The participant may
request these tape recordings at the study's completion. The
researcher will make field notes of observed events; participants
may also be asked to keep written records of certain events.
All information will be confidential and all participants will be
anonymous, identified only by fictitious names. Measures will be
taken to prevent any information from being linked to a
participant by coding all items. The key to all codes will
be maintained by the researcher separate from all information
provided by participants and will be kept confidential.
Participation in this research is entirely voluntary. The
undersigned participant has the right to withdraw from the
research at any time for any reason and may request that all
information provided by the undersigned be returned at that time.
The signature of the participant below signifies that he/she
understands and agrees to the conditions of participation in this
research as described above.

Signature of participant

Date

As a participant in this study, I grant permission to the
researcher to quote me in any report of this research, provided
that mv anonvmitv is maintained.

Signature
Researcher seeking consent: Jody Messinger Wolfe
Doctoral student/Graduate Teaching
Assistant
Dept, of Curriculum & Instruction
604 Allen Hall
West Virginia University
Morgantown, WV 26506
Phone: 293-3442
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TAKING A STAMP; A NATURALISTIC STUDY ££
STANCE NEGOTIATION IN STUDENT TEACHING

JODY MESSINGER WOLFE
ABSTRACT
This research was an exploratory investigation of stance
in teacher learning.

The concept of stance is suggested by

the work of Bruner and schon and is rooted in a
constructivist perspective on knowledge.

When applied to

teaching, stance can be defined as a teacher's position
toward the world of teaching, discernible in the verbal and
behavioral language of practice.

A teacher's stance is

negotiated through experiencing various elements of
teaching, constructing cognitive representations of these
experiences, and taking a stand toward them.
The researcher employed a naturalistic design to study
stance in the context of one secondary Social Studies
student teaching placement.

Data collection methods

included observation, interview, and reflective journal
keeping.

Data were analyzed by the constant comparative

method of Glaser and Strauss.
Findings reveal the student teacher held discernible
stances toward various, aspects of teaching.

Her initial

stances on the elements of teaching tended to focus on major
themes and were derived primarily from her past experiences
as a student.

They were comprised of the meanings and

explanations which she derived from her cognitive
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representations of teaching.

They were a personal,

normative, sometimes emotion-laden extension of what she
knew about teaching and how she defined herself as teacher.
During the practicum semester, the student teacher's initial
stances were challenged and eventually adjusted to
accommodate her new understandings.

Particularly

interesting findings relate to the interaction of the
student teacher's and cooperating teacher's stances.

The

student teacher and cooperating teacher failed to fully
understand one another's stances, which contributed to the
fact that the student teacher encountered learning binds:
times when problems of practice were difficult to solve.
The researcher concluded that the concept of stance may
help us gain understanding of the ways that teaching
knowledge is held and used.

Student teaching may encompass

an intense period of stance negotiation and might be better
arranged, along with other spects of teacher preparation, to
facilitate teacher learning.

Considerable additional

research is needed on concepts such as stance in order for
us to aid novice teachers in making sense of the complex
world of teaching.
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